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Abstract
The researcher investigated the perceptions of secondary social studies teachers regarding the
change in state - level social studies standards, especially in terms of their response in
instructional practice. Furthermore, the study included a discussion of the factors that influence
the actions of teachers related to the change in the social studies curriculum. This allowed for an
analysis of potential changes in instructional decision making, such as including cooperative
learning strategies, that were the result of the change in curriculum. The study is significant as
changes in recommended instructional strategies have occurred in recent years. Additionally,
research in the field of cooperative learning has primarily occurred in fields outside of secondary
social studies to this point. The researcher investigated which, if any, perceptions held by
teachers regarding the implementation of the new standards influence a teachers’ willingness to
include cooperative learning strategies and 21st Century skill building in his or her practice. The
theoretical framework for the study includes a heuristic investigation related to the
implementation of a new curriculum and a teacher’s instructional practice. Using a qualitative
research design, the researcher conducted concept mapping, semi-structured interviews with
secondary social studies teachers, and a review of teachers’ lesson plans, to collect data
regarding the teacher’s feelings toward implementing the new social studies curriculum and
instructional practice. The collected data was coded to find recurring themes. The themes were
utilized in comparison with the researcher’s own reflection on the implementation of new statestandards in instructional practice with commonalities in the experience of social studies
teachers. The potential implications for this study include gaining a deeper understanding of the
perceptions of teachers during the implementation of a new curriculum as well as factors that
influence a teacher’s pedagogical practice. This is valuable due to the recent changes in state
viii

curriculum and the required changes in instructional practice that come through the verbiage of
the new standards. Findings of the study could be used in the future to assist school and district
leaders as they develop professional development for their teachers related to new standards.
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Chapter 1: Introduction
Background of the Problem
In many schools today, tension exists between the desire of numerous teachers to use
traditional instructional practices and the requirements of new content standards to incorporate
higher order thinking skills in their instruction. Many factors influence the successful
implementation of a new curriculum, and the researcher desired to know more regarding the
process of secondary social studies teachers as they adapted to teaching the new curriculum, and
the influence of the process on decisions that were made in the classroom. Much research has
been completed in primary level, math, and science classrooms, but more research is needed
regarding secondary social studies teachers and their instructional decisions as they navigate
through a process of change.
The researcher was also interested in investigating the use of cooperative learning
methods by social studies teachers as they followed the state and national curriculum guidelines.
Cooperative learning methods follow the constructivist model of teaching, which is defined by
principles that state knowledge is found actively, and truth is subjective in learning (Kormaz et
al., 2016). Furthermore, according to Brooks and Brooks (1999), teachers who follow a
constructivist model:
1. …seek for and care about learners’ viewpoints,
2. … construct (plan) the lessons to challenge the students’ assumptions.
3. …are aware that students need to make additions regarding the curriculum.
4. … do not construct (plan) the lessons around small fragments of knowledge,
but around great ideas.

5. … do not evaluate the students’ learning separately, but instead within the
context of daily classroom research.
The principles of constructivism found above form the pedagogical foundation of cooperative
learning and will also guide the study.
Statement of the Problem
A problem exists in social studies education. That problem, specifically, is that the
instructional practice of teachers must change to match the language of the new social studies
content standards that have been created by a committee organized by the Colorado Department
of Education and based on the College, Career and Civic Life Framework (C3 Framework) of the
National Council for Social Studies. The C3 Framework provides a guideline for state
curriculum standards that “call for students to become more prepared for the challenges of
college and career… united with a third critical element: preparation for civic life” (National
Council for the Social Studies, 2013). The nationwide focus on shifting the social studies
standards to address needed 21st century skills, however, is meeting some resistance from
teachers not eager to change their instructional practices (Alexander-Shea, 2017). The practices
of lecture, memorization, and dependency on the textbook pervade the field despite
recommendations for teachers to use a wider variety of instructional strategies (Reisman et al.,
2017). The researcher is interested in learning about the process of change secondary social
studies teachers experience when a state releases an updated set of social studies standards.
Furthermore, she is interested in how teachers may or may not modify their instructional
practices to meet the requirements of the new standards. As the researcher sought to explore the
above, as well as additional factors that teachers feel influence their classroom practice, the
constructivist paradigm provided the appropriate view for her research.
2

Changes to the Social Studies Curriculum
Research in this field is significant as the tension among many teachers and education
leaders exists. Alexander-Shea (2015) found pre-service education teachers continued to resist
the inclusion of content literacy after taking a social studies methodology course. The study
recommended allowing educators time and practical opportunities in which they can practice
using the new strategies required by changing state-level standards.
In 2019, the state of Colorado followed the trend of many states and released updated
standards for social studies. The authors of the standards incorporated higher order thinking
within the language of the standards and called for the development of the skills of “critical
thinking, self-assessment, reasoning, problem solving, collaboration, research, and investigation
to make connections in new and innovative ways (Social Studies Review and Revision
Committee, 2019).
Updates to the Colorado standards were released prior to the 2021-2022 school year. In
response to the curriculum change, schools and districts have implemented new programs,
planning schedules, and school-wide initiatives. As part of the introduction to the C3
Framework, the National Council for social studies articulates two rationales for the updated
standard guidelines. The first is for the inclusion of skills for citizenship with the college and
career skills as it is important to prepare students for roles as citizens (National Council for the
Social Studies, 2013). The second rationale is for the language that requires the use of new
instructional strategies. The authors state that the emphasis on completely covering the content,
accountability measures, and other pressures of the school day result in teachers monopolizing
the dialogue in their classrooms (National Council for the Social Studies, 2013). The national
framework and state-level standards revisions provide guidance for teachers as they shift their
3

instruction. An investigation of teachers’ perceptions of the new standards and conceptualization
of the implementation of new teaching strategies could give an indication of their thought
processes as they navigate the new requirements in education. New research on this topic will
add to existing research to provide insight into the reasoning by which social studies teachers
choose their instructional strategies in response to additions to the provided state curriculum
standards (Nowell, 2016).
The researcher is focused on the content area of secondary social studies. The language
of the standards in this content area requires a shift from fact memorization and recall in students
to developing the abilities of students to reason and to interpret information. The interest a
teacher has in a specific subject has a strong influence on the way they design the course, which
impacts the learning experiences of their students (Schiefele & Schaffner, 2015). Furthermore,
the researcher would like to build on previous studies that sought to learn more regarding the
influence of the basis of their beliefs about teaching on their pedagogy, emphasis on imparting
content knowledge to students, and technological knowledge of teachers (Morris, Usher, &
Chen, 2017). In light of the changing expectations of teachers due to revised content standards,
the researcher analyzed how secondary social studies teachers perceive and implement the
changes required by new state social studies standards. The knowledge of how teachers respond
to changes in the social studies curriculum in their instructional practice can lead to the creation
of effective professional development and guides for school districts in the continued
implementation of new curriculum.
Purpose of the Study
The purpose of the study was to investigate the experience of secondary social studies
teachers in a Colorado school district regarding the changes in state social studies standards,
4

especially in terms of their response in instructional practice. An additional point of interest was
to investigate the factors that influence the actions of teachers related to the change in
curriculum. The interest of the researcher can be studied using the lens of the constructivist
paradigm. In the constructivist paradigm, researchers study the ways in which individuals
interact within a specific context, as well as the factors that developed the context or
environment (Creswell, 2014). The context of a school includes the stakeholders involved
throughout the school community, the common beliefs that are held within the school regarding
instruction, and the historical factors that may have an impact on the actions of school
stakeholders (Reinholz & Andrews, 2020). The qualitative study used concept mapping, semistructured interviews, and lesson plans to collect data. Using the heuristic research design, the
results were woven into the researcher’s own reflection regarding navigating a change in social
studies curriculum to allow the researcher to further analyze the emerging themes and patterns as
they are demonstrated through the teacher’s practice.
Research Question
To guide the research, the researcher asked the following question:
What is the experience of teachers as they begin to implement new, state mandated social studies
standards?
Theoretical Framework
As the researcher studied the perceptions of secondary social studies teachers to new state
social studies standards, and their response in terms of instructional practice to the change, she
felt that the Heuristic Inquiry model was the best theoretical framework for the study. According
to Patton (2002), heuristic inquiry seeks an in-depth understanding of a phenomenon while
including the researcher’s own experience in the research process. Two elements of the model
5

are, “the researcher must have personal experience with the phenomenon under study,” and,
“coresearchers in the study must share an intensity of experience with the phenom” (Patton,
2002, p. 108). As the researcher was involved in the implementation of new curriculum due to
the release of the new social studies state level standards in Colorado, and previously in Georgia,
she felt this framework was appropriate for researching the experiences of social studies teachers
in her Colorado school district.
The stages included in the Heuristic Inquiry model guide each step of the research
process and focus on reflection by researcher as data is collected (Djuraskovic & Arthur, 2010).
The changes being made to the state social studies curriculum are based on a nationwide
framework and are being implemented across many school districts in the United States.
Heuristic Inquiry is a relevant framework to guide the study as it emphasizes the experience of
the participants and the researcher aimed to focus on the experience of secondary social studies
teachers as they implemented new standards (Sela-Smith, 2002). The researcher is also
interested in investigating the factors influencing the actions of social studies teachers related to
the change in curriculum. The stages a teacher experiences as they implement a new curriculum
can also be shaped by contextual factors such as the school’s organization and climate, teachers’
relationships with their colleagues, and the overall culture surrounding the change (Kwok, 2013).
The teachers’ descriptions of the influence of the context in which they work on their
instructional response to the new standards is of particular interest to the researcher. The studies
discussed above provide guidance for reflection regarding teacher’s experiences and concerns as
they implement an innovation or curriculum.
Heuristic Inquiry is guided by the work of Clark Moustakas. In their defining work
regarding heuristic inquiry, Douglas and Moustakas explain that heuristic research begins with a
6

researcher’s passion for discovering the meaning behind a human experience and includes a
commitment to self-reflection on the researcher’s part (1985). While a framework is followed to
guide the investigation and reflection during a heuristic study, the methods utilized by the
researcher are considered to be flexible according to the needs of the study (Douglass and
Moustakas, 1985). The six concepts and seven phases of heuristic inquiry fall into three
categories, immersion, acquisition, and realization. The immersion stage involves self-reflection
regarding the question by the researcher, acquisition includes the collection of data, and
realization is when the synthesis and dissemination of the research findings occurs (Douglass and
Moustakas, 1985). Throughout the process of heuristic inquiry, the researcher and participants
reflect on their experiences with the common phenomenon to reveal their understanding and
knowledge to answer the research question.
Methodology Overview
The purpose of this qualitative study was to investigate the experiences of secondary
Social Studies teachers navigating the change in state social studies standards, especially in terms
of their response in instructional practice. The study also investigated the factors that influence
the actions of teachers related to the curriculum changes. As the study focused on social studies
teachers specifically, the qualitative research paradigm was the most appropriate paradigm to
guide the research. A constructivist lens was used for the study as the individual meaning and
experience of teachers in the first year of implementation of new state-level standards was the
focus of the study (Creswell, 2014). Furthermore, the phenomenological approach, specifically
Heuristic Inquiry, was utilized for the study. Phenomenological qualitative studies are used to
describe what is seen locally, as in one school district, and used to understand the experiences of
individuals, such as social studies teachers (Johnson & Christensen, 2010). The participants in
7

the study began by creating a concept map using terms related to cooperative learning and the
state-level standards of their content area. The teachers then provided lesson plans for an
exemplar lesson from the previous standards and the current standards. The lesson plans were
analyzed for the instructional strategies utilized by teachers. The strategies found in the lesson
plans were compared to the answers given by teachers during the interview process. Finally, the
qualitative study used interviews to ask teachers to discuss the factors that influence their
teaching practice and their feelings regarding the implementation of the new state-level standards
(Appendix A). The qualitative research paradigm is appropriate to understand the values, culture,
and behavior of social studies teachers (Woodsong et al., 2005).
Population
The participants in the study were two practicing secondary social studies teachers with
varying levels of experience, one male and one female, as well as the researcher. The participants
worked in sixth through eighth grade schools in one Colorado school district and volunteered to
participate in the study. The state of Colorado, and the participating teachers, were in their first
year of implementing the new state-level standards.
Setting
The setting of the study was an urban school district in Colorado. The demographics of
the school district that formed the context of this study are diverse. The secondary population of
the district included 5,871 students during the 2018-2019 school year with 52.36% Hispanic
students, 13.41% Black students, 23.41% White students, and 7.41% students of two or more
races (school district name removed, 2019). In the district, over 80% of students who attend
secondary schools qualify for free or reduced lunch. The high schools have an 83% graduation
rate and 2.9% dropout rate (school district name removed, 2019).
8

Data Collection
Data came from three sources that were used to triangulate the study. The data was
collected in three stages.
Concept Maps.
In the first stage, teachers completed a concept map using terms related to cooperative
learning and the new Colorado state social studies standards for their subject. The prompt for the
concept map was “cooperative learning and the Colorado state social studies standards” and
teachers were asked to connect the new standards to desired learning outcomes. The teachers
included written explanations of the concept maps. Prompts were provided to the teachers to help
them explain their thought process (Appendix B) (Wheeldon & Faubert, 2009). The researcher
coded the maps and the explanations to find recurring words or themes.
Lesson Plans.
In the second stage, the researcher asked the teachers to provide model lesson plans for a
lesson using the new curriculum. The teachers were also prompted to provide an exemplar lesson
plan that led to the desired student outcomes given by the previous state level standards. The
teachers were also prompted to explain their lesson plans further during the interview. Finally,
the coding process was utilized to access the common themes of the classroom practices of
teachers included in the lesson plans.
Interviews.
In the third stage, the researcher interviewed each participant using a semi-structured
interview format (Appendix A). After reading through the transcripts of each of the teachers,
recurring themes and phrases emerged. The content analysis process was used to take notes of
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the recurring themes. Then, keywords were used to name the themes. The researcher then read
through the transcripts again and coded each transcript using the determined themes.
Heuristic Inquiry
The heuristic inquiry model includes six phases of research: initial engagement,
immersion, incubation, illumination, explication, and creative synthesis, each of which were
included in the research process (Djuraskovic & Arthur, 2010). Initial engagement occurred
when the researcher first determined the problem of study and research question for this study.
She was driven to select the guiding questions for this study due to her own experience with
implementing new state level standards and curriculum in Georgia as a teacher and experiencing
the same process in Colorado in the role of an instructional coach. The data collection process
described above served as the immersion phase of the research process. Incubation took place at
the conclusion of data collection as the researcher turned to personal matters and removed herself
from analysis of the data for several weeks. The researcher then moved into the illumination
phase as she transcribed and coded the data. During this time, she also reflected on her own
experiences with implementing new curriculum while considering the information shared by
research participants in their concept maps, lesson plans, and interviews. As the coding
continued through the creation of themes in the data and repeated review of the data the
explication phase was entered by the researcher. Finally, the creative synthesis stage was
completed by the researcher in the form of her own concept map including the themes from data
collection and her own experience.

10

Delimitations and Limitations
Delimitations
The study is limited due to the nature of the heuristic inquiry approach. Teachers
volunteered to participate in the study, which means the results cannot be generalized to other
teachers. The researcher has chosen not to control for a certain level of classroom experience.
The data collection choices of concept mapping, interviews, and lesson plans also allow for bias
from the researcher. The inclusion of notes and explanations of the lesson plans by teachers help
combat some bias of the researcher in interpreting the lesson plans.
Limitations
The response of the participants was beyond the researcher’s control. As the interviews
allow for self-reporting, the participants may have been swayed by social desirability to answer
in a manner that was not truly in accord with their personal motivations or beliefs. The use of
lesson plans to gain insight into the teacher’s actual instructional practice served as a counter to
the response bias of the participants. The study is not generalizable beyond the participants in the
study or the context in which the data was collected.
Definitions of Terms
Several terms will be defined for their use in the paper. Secondary social studies refers to
the middle school and high school subjects of history, geography, civics, economics, psychology,
and sociology. The following list of terms are the key terms identified as influencing a teachers’
instructional decision making.
●

Extrinsic motivation involves completing a task to gain a certain outcome (Locke
& Schattke, 2018).
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●

Intrinsic motivation is rooted in enjoyment of an activity, task, or subject. It is not
related to achieving a certain outcome or goal (Locke & Schattke, 2018).

●

Cooperative Learning is an instructional strategy that emphasizes students
working together to obtain the most benefit from the learning experience. (Kern,
Moore, & Akillioglu, 2007)

●

21 Century Skills are skills included in the curriculum with the purpose of
st

preparing students with skills needed in college and career settings. The skills
include inquiry, analysis, communication, and real-world problem solving (2020
Colorado Academic Standards)
Significance of the Study
Questions can be raised regarding the teacher’s perception of new state-level standards in
social studies, as well as their implementation of the new curriculum, in the planning of
professional development. In addition to this, the use of various instructional strategies can be tied
to contextual factors for teachers of secondary social studies. More research is needed regarding
professional development programs and providing support for teachers as they evaluate their
students and plan for using resources. Research is also needed regarding how the teacher’s view
of their students influences the instructional strategies used. Finally, the development of
professional development that incorporates the perceptions teachers have regarding standards and
curriculum changes could enhance the effectiveness of teachers and lead to better classroom
outcomes for both teachers and students.
Summary
Considering the changing requirements in social studies education due to education reform
and revised content standards, the examination of the instructional practices of secondary social
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studies teachers is worthwhile. Teachers experience many steps in the process of change as they
implement new curriculum guidelines. The researcher examined a teacher’s perception of the
changes in state social studies standards in terms of their instructional practice. She also
investigated the factors that influence the actions of teachers when a change in standards or
curriculum is introduced. Finally, she included her own reflection on the process of implementing
a change in curriculum to create a synthesis with the collected data.
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Chapter II: Literature Review
This study investigated the various perceptions of teachers experiencing the
implementation of a new curriculum in the field of social studies education. Furthermore, the
researcher wanted to know how these perceptions influenced the teacher’s instructional practice.
Many of the factors that shape a teacher’s perception of his or her students have influence prior
to teachers meeting their students each year. They often take shape during the foundational time
in a teacher’s practice as teacher preparation courses have a large influence on their view of
students and the methods teachers should utilize to be effective in the classroom (Tuncel, 2017).
The pedagogical strategies, planning methods, and teaching frameworks that are emphasized to
teacher candidates as they earn their education degrees have a strong influence on their practices
as teachers. The perceptions held by a teacher related to their power to encourage students to
connect with the curriculum strongly influences pedagogical decisions (Yilmaz, 2009). Once
again, teachers are more likely to engage their students in higher order thinking if they feel they
can motivate their students to engage in the work. This has an influence on how a teacher will
process their ability to implement curriculum changes in their instruction.
The literature review will include an examination of
●

historical background;

●

the Heuristic Inquiry Model;

●

instructional influences;

●

self-efficacy;

●

environmental factors;

●

teacher motivation.
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Key Terms and Databases
To review the literature, a range of searches with the ERIC, EBSCO, ProQuest, and
Google Scholar databases were conducted. Using the terms teacher self-efficacy, social studies
instruction, and self-efficacy research generated over 800 returns in which more than 200 studies
were relevant to this problem. The databases were also searched for literacy and cooperative
learning. The searches generated over 1,000 studies in which over 100 were relevant to this
problem.
Literature Review
Historical Background
Early 20th Century.
The field of social studies education, as it is known today, began in the early 20th
Century (Gaudelli & Laverty, 2018). While the ideas surrounding its establishment as an
academic field have been debated, many of the ideas about the importance of social studies
education have been attributed to John Dewey. Throughout his work, Dewey discussed the
importance of the subjects of Geography and History for developing a social awareness of
society, however his writings did not indicate a call for the specialization of academic subjects
that is seen in social studies today (Gaudelli & Laverty, 2018). The ideas that guide many in the
field today can also be attributed to the educators and education reformers of the Progressive Era.
Many educators of that time advocated for students to learn the characteristics and work of each
field that is included under the umbrella of social studies (Gaudelli & Laverty, 2018). This trend
can be found throughout social studies education programs and social studies departments in
schools today. Gaudelli and Laverty (2018) state that social studies is currently a subject that
demonstrates what is known today. However, the intent of early social studies educators was to
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develop citizens who were knowledgeable about the world around them (Gaudelli & Laverty,
2018).
Progressive Era Development.
Through the same lens, the goal of the disciplinary study of history throughout the
development of the public school system has been to develop virtuous citizens who can
participate in society (Perrotta & Bohan, 2018). During the early Progressive Era, an emphasis
was also placed on encouraging the skills related to historical empathy in students. Historical
empathy is defined as using context and personal understanding to make connections to people
and events in history (Perrotta & Bohan, 2018). The inclusion of historical empathy can be
traced back to the report of the Committee of Ten in 1892. The committee’s purpose was to
decide the subjects that should be included in the high school curriculum that would prepare
students for college (Perrotta & Bohan, 2018).
In addition to this committee, the Madison Conference met during the same year to make
recommendations regarding the History and Civics curriculum. In alignment with Dewey, the
Madison Conference recommended that history be embedded in the curriculum of other
disciplines to help prepare students to be good citizens (Perrotta & Bohan, 2018). The Madison
Conference made three recommendations for history instruction:
1) pupils be required to read or learn one other account besides that of a textbook on each
lesson.
2) the method of study by topics be strongly recommended, as tending to stimulate pupils
to encourage independence of judgment.
3) by reading historical sketches biographies and novels outside of classwork (Perrotta &
Bohan, 2018, p.29).
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Through the incorporation of these recommendations the committee members felt that history
instruction would become interesting to the students and that they would become prepared to
engage in civic life after high school. These changes in history instruction and curriculum also
follow the ideas of constructivism which place a value on the perceptions of participants
(Dudovskiy, n.d.). History students and teachers were encouraged to find meaning in and make
interpretations of the people and events of the past as the discipline developed.
In 1898, the American History Association held its own committee meeting to make
recommendations regarding the K-12 social studies curriculum. This “Committee of Seven” also
advocated for the inclusion of multiple sources in the school social studies curriculum (Perrotta
& Bohan, 2018). Rather than incorporating history across the curriculum however, the
Committee of Seven advocated for the sources to be examined within specific historical contexts
(Perrotta & Bohan, 2018). Over the next 20 years, various committees continued to make
suggestions regarding the best methods of social studies instruction. Additionally, the
chronological sequencing of the curriculum and confirmation of history as its own subject
continued during that time (Perrotta & Bohan, 2018).
In accordance with the educational philosophies of the time, this included an emphasis on
History and Geography. Two concurrent researchers in the field of social studies education,
Bagley and Rugg, issued a report the same year stating that the available resources in the field
were not in alignment with the committee’s stated goal (Fallace, 2015). At the same time, Horn
completed his own study of social studies curriculum and found that the majority of textbooks
focused on previous historical events and did not align with the goal to create knowledgeable
citizens (Fallace, 2015). In response to the defining of social studies in 1916, and the subsequent
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reports on the lack of relevant curriculum resources, calls began in the 1920s for the classroom
curriculum to be guided by more hands-on and current activities (Fallace, 2015).
Additionally, the National Council for the Social Studies was founded in 1921 with a
desire to unite leaders in social studies education to provide clarity in social studies instruction as
the subject became an increasingly defined component of the school curriculum (Smith, Palmer,
& Correia, 1995). The aim of the organization was also to encourage collaboration among all
subjects included in the social studies discipline rather than having a sole focus on the subject on
history (Nelson, 1995). During this time, a need was expressed to further define expectations for
high quality social studies instruction and to provide a framework for the development of content
and instructional standards (Nelson, 1995). The stage was set for the development of
instructional and curriculum guidance documents by NCSS.
Instructional Shifts.
Many shifts in social studies instruction have occurred based on the guidance of the
National Council for the Social Studies. The organization publishes instructional guides which
include suggestions for teachers to incorporate specific strategies to develop intelligence in their
instruction (Brugar & Whitlock, 2018). As NCSS began to publish guidance for social studies
instruction during the 1970s, the organization defined social studies in 1977 “to include the
social science disciplines and those areas of inquiry which relate to the role of the individual in a
democratic society…” (Wraga, 1995). The revised definition of social studies by the
organization demonstrated a shift to including skills for citizenship and participation in society
social studies instruction in guidance by the organization rather than simply defining the subject
through the disciplines it included. In response to further changes in society and education
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nation-wide the NCSS published “Expectations of Excellence: Curriculum Standards for Social
Studies” in 1995 as a framework for social studies instruction (Laughlin, 1995).
While the language of the standards has an influence on instructional practice, the
instructional methods highlighted by methods course instructors in colleges of education have a
long-lasting reach with teachers as they enter their own teaching practice. Social studies methods
textbooks were examined by Wojcik et al. (2013) for trends in instruction over time. Their
review of literature found that methods texts related to values instruction and the use of literature
and writing to teach social studies were limited. Overall, a variety of pedagogical strategies were
suggested by the methods texts, the use of a number of techniques for teaching social studies was
viewed as beneficial for students and teachers even in times of standardization and rigid
protocols across the field of education (Wojcik et al., 2013). In reviewing methods texts from the
early 1900s to the present, the authors found that the use of discussion, inquiry, and
supplementary reading were promoted in most texts. While not as dominant, the strategies of
simulations, films, visuals, and current events were also commonly found by the authors (Wojcik
et al., 2013). Many of the pedagogical strategies found by the authors also included the use of
class time for analysis and reflection by the students regarding the content and the learning that
was taking place in the classroom (2013).
Early leaders in the field of education, such as Horace Mann, put trust in schools to
provide civic education to students (Khechkley, 2008). Many educators feel that students need
more space and time in school to participate in activities that mimic their roles as citizens outside
of school. The tension between prioritizing historical knowledge and engaging students in
applicable lessons can still be found in social studies education today. Some educators desire for
social studies content to continue to be taught separately of other content areas, while others
19

advocate for the integration of subject areas such as reading, writing, and math in the social
studies curriculum (Khechkley, 2008). Through many phases of curriculum reform, the
individual disciplines of social studies have remained, and standards have largely been written
from the desired outcomes for students. Additionally, the trends of the Progressive Era left two
lasting marks on social studies education: 1) the use of “objectives and learning goals” in the
curriculum, and 2) the use of “quantitative testing techniques” to measure students’ mastery of
the curriculum (Fallace, 2016, p.90).
In the years following World War One, various social studies committees began to
advocate for the secondary social studies curriculum to include the exploration of current issues
facing the United States (Perrotta & Bohan, 2018). The inclusion of multiple perspectives and
growing understanding of the contributions of diverse people groups to history also became a
major theme in social studies curriculum development and in discussion of instructional
strategies. Leaders in the field continued to urge that educators include the analysis of historical
sources to aid students in their knowledge of historical events (Perrotta & Bohan, 2018). The
frameworks provided by NCSS reflected the need to build skills in students that would serve
them outside of the context of school (Laughlin, 1995). Through the new instructional methods,
a potential existed that allowed students and teachers to face their perceptions surrounding
historical events and construct meaning related to the subject together (Helmsing, 2014).
Standardization.
While the call of the Progressive Era can still be heard from social studies educators
today, many feel that the implementation of standardized testing and the emphasis on student
achievement over application of historical knowledge has hindered the ability of teachers and
students to meet their expectations (Perrotta & Bohan, 2018). A more recent development in
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education that has impacted all subjects and grade levels is the increased standardization of the
curriculum and assessments to measure student achievement. In April of 1983, a report entitled,
“A Nation at Risk: The Imperative for Educational Reform,” was published at the bequest of the
Reagan administration (Borek, 2008). The report was written by the National Commission on
Excellence in Education and suggested that four problematic categories existed in the United
States’ education system. These categories were “standards and expectations, time, and
teaching,” (Borek, 2008, p.573). Based on their findings, the committee also made
recommendations for the high school credits needed by students to graduate, which influenced
college admission standards. The recommendations of the committee also had an influence on
teacher education as there was a recommendation that teachers demonstrate understanding in the
content areas they taught, as well as a recommendation that teaching methods courses not be
prioritized over higher-level content area course work (Borek, 2008). While questions remained
regarding the characteristics of a qualified teacher, the presence of the Federal government in
education was further established with the publishing of “A Nation at Risk.”
After the report was published, a movement began to implement standardization and high
stakes testing in schools (Vogler & Virtue, 2007). The standards movement of the 1980s began
as state departments of education worked to provide curriculum frameworks for each content and
grade level. The frameworks would be used to dictate what each student should learn across the
state and were influential in the development of high-stakes assessments (Vogler & Virtue,
2007). The framework and curriculum guidance released by NCSS in 1994 was in response to
this movement. With the framework, NCSS revised its definition of social studies again to
demonstrate the integration of multiple subjects in the social studies curriculum and stated, “the
primary purpose of social studies is to help young people develop the ability to make informed
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and reasoned decisions for the public good…” (Laughlin, 1995). Furthermore, the framework
provided guidance for stakeholders in each state as they worked to develop standards and
assessments (Laughlin, 1995).
To many, the accountability that resulted from testing was an improvement on past
educational reform movements. Additionally, teachers could gain information regarding the
needs of their students, and their own needed areas of improvements through the test results. The
leaders of this reform movement assumed that the tests would strongly inform instruction
(Vogler & Virtue, 2007). An indication of the validity of this belief is the practice of backwards
planning from state content standards as well as the practice of test drills and fact memorization
across the nation’s school districts. The focus on the content that is tested has resulted in
difficulty getting critical analysis in social studies classrooms (Vogler & Virtue, 2007). Research
regarding the influence of standards-based curriculum and high-stakes testing on the
instructional practice of teachers has indicated that more teacher-centered practices have become
present in classrooms largely due to the stress teachers feel regarding covering the content that
will be present on the test (Vogler & Virtue, 2007). The impact of this reform movement for
social studies was varied as all states do not test students in social studies content annually
(Vogler & Virtue, 2007). While some teachers felt less pressure when they taught subjects that
were not tested, others felt that if the subject was not tested it would not be offered (Savage,
2003).
Educators, politicians, and other public voices who supported standardization and
increased testing argued the practices held schools and teachers accountable and motivated
stakeholders to optimize use of instructional time (Savage, 2003). The language of efficiency and
accountability echoed the language of some educational reformers from the Progressive Era.
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Those who were against increased standardization and testing argued that results from one year
of a test could not be used to fully inform teachers on the needs of a different group of students
(Savage, 2003). Furthermore, lack of job satisfaction and motivation were found among teachers
who felt the pressure to teach to the test. The emphasis on standards, learning targets, and
assessments can be traced back to the publication of “A Nation at Risk,” and can still be found in
education today.
Concerns Regarding Social Studies Instruction.
Tracing from the guidelines by the Committee of Ten, and the AHA in the 1800s and
early 1900s, social studies educators largely expect to teach students about civic education and
discourse (Bohan, 2015). The educational reform movements that were the result of the
publication of “A Nation at Risk” have undermined those goals in the view of several
educational organizations, including the National Educator’s Association. Furthermore, discord
within the field of social studies education regarding the best approach to teaching the content
has added to the minimalization of the importance of the subject in the eye of the public and
some school leaders (Bohan, 2015). After the publication of “A Nation at Risk”, the federal
government continued to include business leaders in the standardization and assessment process.
This includes the administration of George H.W. Bush, and the following Clinton administration.
The Clinton administration made additional steps to “nationalize standardized testing” practices
through the Elementary and Secondary Education Act of 1994 (Bohan, 2015). The concerns
regarding the decreased emphasis on social studies were confirmed by the changes to
recommendations in testing by the Bush and Obama administrations through the No Child Left
Behind and Race to the Top acts, respectively. The legislation emphasized reading and math and
required less testing in social studies. Regardless of the national reports, the published state-level
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standards, and the curriculum maps, the actual practice of social studies teachers within their
classrooms may not be revealed (Bohan, 2015). Teachers ultimately make their own decisions
regarding instruction and are influenced by a variety of factors.
Social Studies Curriculum Development in Colorado.
The development of the social studies curriculum in the state of Colorado can also be
traced back to the late 19 and early 20 Centuries. While an official state curriculum for the
th
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subject was not developed at the time, the state and county tests for teacher certification serve as
an indicator of what was included in the curriculum (Burlbaw, 2006). From 1880-1920 teachers
in Colorado could become certified to teach by three different types of tests; each test certified a
teacher for varied periods of time and to teach at either the county or state level. Burlbaw (2006)
reports that the social studies portion of the exam emphasized civil government and United
States’ history. In the civil government section, questions using the terms “eminent domain,”
“slavery,” and asking prospective teachers to recall information regarding recent government
activity were frequent (Burlbaw, 2006). The most common topics for history questions included
the topics of colonial history, the development of civil government, and slavery. Many tests also
included questions regarding local and state relationships with Native American tribes in the
region (Burlbaw, 2006). Based on the content of the certification tests, teachers had to know
about a range of local, state, and historical topics.
As various movements in education impacted the structure of social studies curriculum
across the nation, the changes were reflected in the social studies curriculum of Colorado. Unlike
the cross-curricular approach called for in earlier years by Dewey, the Colorado standards reform
that began in the late 1990s built the social studies curriculum on the foundation of the subjects
of history and geography (Lobes, 1998). As standardized testing increased nation-wide, Grace et
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al. (2003) surveyed teachers in Colorado regarding what the changes in state curriculum and
standardized testing meant for their personal social studies instruction. Elementary school
teachers largely reported they had decreased social studies instruction to focus on reading and
math skills that would be tested on state tests (Grace et al., 2003). This shift is sometimes made
by school or district mandate, but it is at times the choice of the individual teacher as they feel
pressure to ensure their students perform well on the state test. Teachers also reported less time
to provide their students with hands-on learning experiences; these experiences and the lack of
social studies instruction limits the transfer of skills learned in school to the real-world
application that make them more meaningful (Grace et al., 2003). Another consequence of
limited social studies instruction at the elementary school level is that secondary social studies
teachers feel that students do not enter their courses with the prerequisite knowledge needed to
be successful. The authors of the study also suggest that the emphasis on skills over real-world
application of the content is contrary to the original intentions of standards-based reform which
sought to assist students in developing a stronger conceptual understanding of the content they
were exposed to in school (2003).
The most recent social studies standards in the state of Colorado were written within a
framework of preparing students for college and career upon high school graduation. The
standards include specific guidelines for the disciplines of history, geography, economics, and
civics (Colorado Department of Education, 2019). The authors of the document stated that
students will graduate from social studies being able to:
1. Understand history as inquiry;
2. Analyze historical time periods and patterns… through multiple perspectives;
3. Apply geographic representations and perspectives to analyze human movement...;
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4. Examine characteristics of place and region...;
5. Understand the allocation of scarce resources...;
6. Apply economic reasoning skills...;
7. Express an understanding of how civic participation affects policy...; and
8. Analyze the origins, structures, and functions of governments to evaluate the impact
on citizens and the global society (Colorado Department of Education, 2020,
Prepared Graduates in Social Studies).
The new standards are written with language to encourage the practices included above in
addition to including specific content to be discussed in each grade level.
Heuristic Inquiry Model
Development of the Model
The most influential texts in the field of heuristic inquiry were written by Douglass and
Moustakas, with the work of Clark Moustakas being the most influential (Patton 2002). Heuristic
inquiry uses the process of reflection and the connections of experiences related to the phenomenon
of the researcher and participants to understand the phenomenon that is being studied (Djuraskovic
& Arthur 2010). The researcher’s voice and experience is woven into the research process, but the
model stays grounded by the adherence of the researcher to the concepts and procedures included
in the model. Understanding the human experience of the phenomenon, as related through
interviews with participants, is the primary goal of the heuristic inquiry model (Sela-Smith, 2002).
Key Concepts.
After the researcher determines the questions that will guide the study, the heuristic
inquiry model is guided by 7 key concepts:
1. Identifying with the focus of inquiry;
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2. self-dialogue;
3.tacit knowledge;
4. intuition;
5. indwelling;
6. focusing; and
7. internal frame of reference (Djuraskovic & Arthur, 2010).
According to Djuraskovic and Arthur (2010), in the first stage the researcher must evaluate his or
her ability to explore the phenomenon and investigate the research question based on their own
experience with the topic. The researcher must have a high level of experience with the focus of
the research in order to immerse themselves in the process and reflect on the findings they
discover through the process of collecting data from the participants. Next, the researcher enters
an internal dialogue to reflect on his or her own experience with the phenomenon and the
research question that is being studied. This can include a variety of methods, from journal
entries to answering questions the researcher is considering asking the participants. The concept
of tacit knowledge applies to the researcher and the participants, or coresearchers. This concept
acknowledges that each person’s experience with the phenomenon is unique. Intuition in this
process refers to the researcher’s ability to perceive and understand the knowledge that can be
gained from the experiences of others. After the data, or experiences of the participants, has been
collected the researcher turns to the concept of indwelling. Through this concept, the researcher
reflects on their experience with the phenomenon again in light of the experiences of the
participants. He or she begins to synthesize the information to create a deeper understanding of
the research question. Through the concept of focusing, the researcher evaluates the portions of
the experience shared by participants that were different from their own understanding and
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reflection. Finally, the concept of the internal frame of reference is essential to the heuristic
inquiry model. This holds each individual’s experience to be unique and valid. The concepts
previously listed are the foundation for the six phases of the heuristic research process.
Phases of Heuristic Research.
Heuristic research includes six phases which are connected to the heuristic concepts. The
six phases of initial engagement, immersion, incubation, illumination, explication, and creative
synthesis guide the research process (Djurajkovic & Arthur, 2010). In phase one, initial
engagement, the researcher explores their interest in the topic and forms a research question.
Then, in the immersion phase, the researcher completes his or her own reflection regarding the
topic and conducts the data collection process with research participants or coresearchers. Next,
the researcher removes themself from the research process and investigation for a period of time
during the incubation phase. When the researcher returns to the question, they analyze the
themes that are found in the collected data in the illumination phase. In the explication phase, the
analysis of themes is carried further as the researcher examines the findings more deeply and
moves toward their conclusions. Finally, in the creative synthesis phase the research findings are
presented. The researcher remains fully integrated in analysis and reflection regarding the
research as the impact of research on the researcher is key to the method (Hiles, 2001).
Self-efficacy
Development of Research
The concept of self-efficacy, and its impact on human decisions, has been largely studied
across several research fields. Bandura is known as a key figure in the field of self-efficacy
research, and he applied the concept of self-efficacy towards the process of behavioral change. In
his work, Bandura (1977) held that changes in behavior are largely influenced by one’s cognitive
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process. The way one thinks about himself or herself in a certain position plays a determining
factor in the actions they are willing to take while in that role. Bandura argues that one’s concept
of self-efficacy goes so far as to influence how much a person is willing to work, and
consequently it determines their success. Self-efficacy is formed based on four factors:
performance accomplishments, vicarious experience, verbal persuasion, and physiological states
(Bandura 1977). Each of the factors forms a basis on an individual’s opinion regarding his or her
capability of accomplishing a goal or completing a task. Additionally, more efficacy is
developed through using less effort to accomplish a task or goal (Bandura 1977). According to
Bandura, changes in behavior and self-efficacy can occur through providing support to a person
who is implementing a new behavior, and slowly removing the support as the person becomes
more experienced with the strategy. This has implications for teacher training and professional
development as the need for more support toward the implementation of new instructional
strategies is demonstrated. While theories such as the Effectance Theory, Social Learning
Theory, and Theory of Personality present varied explanations for the behavior choices of
individuals, the studies are primarily focused on the outcomes of one’s actions rather than the
development of self-efficacy (Bandura 1977). Since the publishing of Bandura’s work, additional
sub-theories of self-efficacy have been developed to guide research.
Self-efficacy in the Classroom
An additional aspect of self-efficacy includes the self-determination theory of Deci and
Ryan, with an emphasis on their ideas of self-efficacy (2008). A teacher’s efficacy in the
classroom is related to his or her own understanding of the content and to the teacher’s feelings
regarding his or her own ability to communicate the content to the students using a variety of
methods (Dilekli & Tezci, 2016). The sense of efficacy that a teacher has is determined by how
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confident he or she feels in his or her own understanding of a subject area. If a teacher feels that
they have mastered a subject, or that they know the research techniques needed to find new
information, they may feel more confident in extending a course beyond the given district or
state curriculum. In addition to this, a teacher who feels confident in their abilities to manage
students and to guide them through more interactive classroom experiences is more likely to
include those activities in classroom instruction. On the other hand, a teacher who does not feel
confident in the previously mentioned aspects will most likely teach the given curriculum
without many additions. The teacher’s level of use of a new curriculum or set of state-level
standards develops at an individual rate and is influenced by perceptions regarding the change
and emotions they have related to the requirement to change his or her practice (Hall, 2013). The
constructivist viewpoint of adding personal value and meaning to analysis leads to an
understanding of the ways in which self-efficacy, awareness, and environmental factors play
varying roles in the change process for individual teachers (Dudovskiy).
The teacher’s sense of efficacy has an impact not only on the delivery of the curriculum,
but also on the understanding of the content that is developed among the students in the
classroom. The theory of self- efficacy applies to teachers and students alike (McKim & Velez,
2017). It has been found that teachers with a high sense of self-efficacy engaged students in a
more rigorous curriculum (Schunk & DiBenedetto, 2016). Rather than strictly following the
given curriculum or instructing at a basic level, teachers pushed students to think critically and
used multiple instructional methods (Dilekli & Tezci, 2016 and Schiefele & Schaffner, 2015).
Teachers with more confidence in their own mastery of the course content will take more risks
and make more additions to the prescribed curriculum. The sense of self-efficacy a teacher holds
not only has an impact in their individual classroom, but on their evaluation of their ability to
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motivate students (Holzberger, Anja, & Mareike, 2014). When teachers feel valued within the
school, and when they feel that they have a mastery of the content they are assigned to teach,
they will be more likely to make additions to the curriculum, and to motivate their students to
participate in higher-level thinking in the classroom (Sarfo et al., 2015).
Impact on Teachers
Bandura (1995) defined teacher self-efficacy as a teacher’s belief about their capabilities
with their perceived skills. The researcher found that teachers who had a high sense of selfefficacy were more likely to be positive about teaching and to feel that they could influence
student learning. Teachers with a high sense of self-efficacy also believe that they possess the
strategies and skills needed to lead students to success. In the study, Bandura utilized the Teacher
Self-Efficacy Scale to measure a teacher’s sense of self-efficacy in instructional strategies,
classroom management, and student engagement (1995). While the impact of gender on a
teacher’s sense of self-efficacy has not been determined, research using the Teacher SelfEfficacy scale has demonstrated that gender plays a role in the feeling of self-efficacy for the
teachers’ usage of classroom management strategies, student engagement strategies, and
instructional strategies (Sarfo, Amankwah, Sam, & Konin, 2015).
In their study on the effects on self-efficacy and job satisfaction among teachers, Klassen
and Chiu (2010) considered the factors of gender, years of experience, and job stress. Through
their study, the researchers determined a pattern of self-efficacy among teachers in which it was
most flexible during a teacher’s early years, then increased to a steady state after the teacher
gained several years of experience. Self- efficacy has been found to be influential in determining
the satisfaction a teacher has with their job (Caprara et al., 2003). The study sought to learn how
a teacher’s self-efficacy was impacted by contextual work factors. The participants in the study
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were selected through a convenience sample of 1,430 teachers in Western Canada. The
demographics of the participants were 69% female and 31% male, teachers from a variety of
grades, and various school settings (Klassen & Chiu 2010). The average age of the participants
was 40 and they had an average of 13 years of teaching experience. The participants were
attendees at a required teacher conference and elected to complete the survey when approached
by the researchers. The survey included twelve items on the teacher self-efficacy scale, two items
for job satisfaction, one item measuring overall job stress, and seven items measuring the sources
of job stress. For the self-efficacy measures, the researchers utilized the Teacher Self-Efficacy
Scale created by Tschannen-Moran and Woolfolk Hoy (2001). The researchers found that
classroom management self-efficacy increased from a teacher’s first to 23 year of teaching and
rd

then fell in the following years and that elementary teachers had a higher sense of self-efficacy
for classroom management than other grades. The same pattern was found by the researchers for
self-efficacy related to the use of instructional strategies, however there was not a difference
among teachers from various grade levels. When measuring self-efficacy for student
engagement, the results found followed the pattern of classroom management self-efficacy as
well. For all categories, teachers who experienced “classroom stress” exceeding the mean by
10% or greater demonstrated a lower sense of self-efficacy than their peers (Klassen & Chiu
2010). The key new finding brought forward by the study was the nonlinear relationship between
years of teaching experience and self-efficacy for several teaching factors. The researchers
believed that the downward shift in self-efficacy after the 23 year of teaching experience may be
rd

related to the health and psychological changes experienced by teachers as they get older. They
may also be related to the perceptions the teachers have about the views their colleagues hold of
their capabilities. The researchers recommend adding more factors to the scale for future studies,
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as well as performing a longitudinal study to measure the shift in teacher self-efficacy over time.
The longitudinal study could also shed light on the motivations teachers have for implementing
new strategies as they mature in their careers.
Sarfo et al. (2015), utilized the Teacher Self-Efficacy Scale to survey teachers regarding
their self-efficacy beliefs. For the study, teachers had 30 minutes to respond to the survey which
included questions that would measure their self-efficacy in terms of classroom management,
student engagement, and instructional strategies. The researchers found that teachers had the
highest sense of self-efficacy in the realm of student engagement, followed by classroom
management, and the lowest sense of self-efficacy when considering the instructional strategies
they used in the classroom. The level of use of the new instructional strategies, or the pressure
from outside change agents to implement the strategies quickly could be a factor in the teacher’s
sense of self-efficacy (Anderson, 1997). Despite this ranking, the teachers indicated an overall
sense of confidence in implementing strategies in all three of the categories included in the
survey. Teachers were more likely to continue to pursue their goals in the classroom, attempt
challenging strategies, and take more risks in instruction when they had a higher sense of selfefficacy (Sarfo et al. (2015).
In further research regarding the impact of self-efficacy on a teachers’ instructional
practice, Saka et al. (2016) studied the influence of self-efficacy on science teachers. The
researchers began by surveying 125 prospective science teachers using the Science Teaching
Efficacy Belief Instrument. They determined four levels of efficacy from the results of the
survey. For the qualitative case study, four pre-service science teachers in their final year of
undergraduate studies were selected using their scores on the Science Teaching Efficacy Belief
Instrument and were observed by one of the researchers. Each participant held a different sense
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of self-efficacy regarding their teaching practice. Throughout the course of the study, the
teachers also participated in two semi-structured interviews regarding their instruction and
practicum experiences. Saka et al. (2016) found that self-efficacy impacted a prospective
teacher’s use of instructional strategies, teaching practice, and openness to new ideas. Those with
a higher sense of self-efficacy also felt they could respond to students’ needs in the classroom by
using more student-centered practices. In contrast, those with a lower sense of self-efficacy
tended to use teacher-centered approaches. In the interviews conducted prior to the participant’s
teaching experiences, the four participants discussed similar components to a good lesson
including the use of a variety of instructional strategies to meet the needs of all students.
However, teachers with a higher sense of self-efficacy tended to rely on the given Science
curriculum, while those with lower self-efficacy utilized outside resources when planning their
lessons. Of the four teachers studied, three used the teacher-centered approach and demonstrated
the completion of science experiments for their students; only one teacher allowed students to
complete the experiment themselves. The researchers also found that the two teachers who fell in
the mid-range on the self-efficacy scale employed the greatest variety of instructional strategies
in their lessons. The teachers were not yet highly skilled at utilizing their personal knowledge of
science in their instruction. As a result of the study, Saka et al. (2016) suggested the use of
microteaching during the pre-service education program to enhance the confidence and
instructional practice of science teachers.
Development of Self-efficacy Beliefs
In an additional study regarding pre-service teachers’ self-efficacy and its relationship
with teaching beliefs, Gürbüztürk and Nihat (2009) found that pre-service teachers often feel
proficient in instructional strategies, classroom management, and student engagement. The
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researcher sought to discover if differences existed in a pre-service teachers’ sense of selfefficacy based on gender, grade level the pre-service teacher would teach, and the content area of
focus. The researchers surveyed 3,817 students enrolled in a teacher education program at a
Turkish university. 450 students completed the survey, and 411 surveys were usable for the
study. The survey included 21 items with Likert-scale responses to measure the pre-service
pedagogical beliefs. The data analysis demonstrated that pre-service teachers held an aboveaverage level of self-efficacy and that they felt most strongly about being able to measure student
comprehension of the lesson (Gürbüztürk & Nihat, 2009). Teachers in the study held strong
beliefs about using the constructivist and the traditional approach to instruction. The teachers
agreed the most on “involving students in evaluating their own work and setting goals,” and
“expanding on students’ ideas is an effective way to build the curriculum” (Gurbuztur & Nihat,
2009, p. 209). Researchers found female pre-service teachers to hold a higher sense of selfefficacy than males but did not find a difference by grade level the participant planned to teach.
The researchers found that teachers build constructivist beliefs over time, but that future
preschool and science teachers held the strongest constructivist pedagogical beliefs. The
participants associated stronger classroom management with traditional teaching practices,
however they felt constructivist strategies led to higher student engagement. The researchers
suggest future studies that are longitudinal in nature to measure success of the pre-service
teachers when they enter their teaching practice.
Shoulders and Krei (2015) completed a study to research the differences in levels of selfefficacy held by teachers in a rural setting. They studied 256 teachers in 15 public secondary
schools in rural areas of Tennessee and Indiana. The researchers utilized the Teacher Self Efficacy Scale to measure teachers’ perceptions of their classroom management, instructional
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strategies, and student engagement. Shoulders and Krei based their research on the findings of
Chacón (2005), and Graham et al. (2001) who stated that the instructional practices of teachers
were influenced by their self-efficacy beliefs. Shoulders and Krie (2015) analyzed several factors
that could contribute to differences in self-efficacy held by teachers. They found no difference in
the self-efficacy held by male and female teachers, but they did find a significant difference
based on the level of education and the years of experience of the participants. Teachers with a
Master’s degree or higher reported higher self-efficacy with instructional strategies and
classroom management practices than teachers with a bachelor’s degree. Likewise, teachers with
15 or more years of experience reported higher self-efficacy with instructional strategies and
classroom management practices than those with zero to four years of experience. Limitations in
the study include the use of purposive sampling of teachers in two states and the reliance on selfreporting of the teachers’ self-efficacy levels. As a result of the study, the authors recommend
the inclusion of mastery experiences and effective feedback in preservice education programs to
increase the sense of self-efficacy in teachers early in their career. Shoulders and Krei (2015)
also recommend further qualitative studies to gain a deeper understanding of the teachers’
instructional practices.
The Role of Interest
When teachers have more confidence in the subject they are teaching, teachers and
students alike have a better classroom experience (Smit & de Brabander, 2014). Teachers are
more likely to push their students beyond the prescribed curriculum and to make more
connections throughout the material. The confidence to teach in innovative ways often comes
from the strong knowledge base held by the teacher. If the subject is one that holds particular
interest for the teacher, or a subject they studied themselves, the teacher is more likely to be open
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to questions and interaction from the class. Motivation to teach the subject is also influenced by
the teacher’s academic interest (Yilmaz, 2009).
The teacher’s interest also plays a role in his or her feelings of self-efficacy and subject
specific enthusiasm for teaching a subject. Mahler et al. (2018) studied the relationship of teacher
motivation for teaching a specific subject and student performance; this also had implications for
the instructional decisions and lesson planning practices of teachers. The researchers began the
study with the assumption that teachers with a high level of enthusiasm and self-efficacy would
have “high quality lesson planning” practice (Mahler et al., 2018). The beliefs and motivations
for teachers were measured with a quantitative, 10-item survey, while student performance was
measured using a combination of a paper and pencil test and student-drawn concept maps. The
survey was specific to the teacher’s work environment as the survey items asked teachers to
respond regarding their “job accomplishment, [job related] social interaction, … and coping with
job stress,” (Mahler et al., 2018, p. 6). The participants in the study were 48 Biology teachers in
Germany. The participants were asked to teach a specific Biology unit, and both their personal
feelings regarding the unit and student performance were measured prior to the teaching of the
unit. The students’ performance was measured again at the end of the Biology unit. Data analysis
indicated that only the teacher’s enthusiasm for a specific subject had a significant relationship
with student performance within the unit of study. Mahler et al. (2018) also reported that the
findings indicated more than subject-specific knowledge or knowledge of teaching pedagogy is
needed for successful teaching. The authors also suggested that teacher education programs
include more opportunities for pre-service teachers to develop their motivational orientations for
instruction in the required coursework. Mahler et al. (2018) indicated that a limitation of the
study could be found in the survey instrument completed by teachers. The questions may not
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have been appropriate to draw connections between teacher self-efficacy and student
performance. Furthermore, the teachers were required to teach a specific unit rather than a unit of
their choice. As the study only included Biology teachers, it cannot be generalized to additional
populations. Future research could be conducted with populations of teachers outside of
Germany and outside of the subject of Biology. Additionally, considering the findings of Mahler
et al. (2018), the relationship between teacher self-efficacy for a specific subject and student
performance could be further studied.
In addition to being based in one’s belief that they can perform a task, self-efficacy is
also related to one acting in a manner that is required to reach a goal (Doğan et al., 2019). In
their study of 430 pre-service teachers in a pedagogical certificate program, Doğan et al. (2019)
sought to examine the influence of gender on self-efficacy. While they did not find a significant
impact based on gender, the researchers did come to other conclusions. Likewise, a teacher’s
self-efficacy is related to their ability to exhibit success with several components of the teaching
practice. Teacher self-efficacy is measured by a teacher’s belief in their abilities to plan, organize
lessons, and implement instructional activities that need to be utilized to reach their instructional
goals (Doğan et al., 2019). Doğan et al. (2019), have also found that teachers with a higher sense
of self-efficacy are more likely to use student-oriented and research-based strategies in their
classrooms.
In their review of recent literature related to the sources of teaching self-efficacy, Morris
et al. (2018) found that teachers with a greater sense of self-efficacy were more likely to use
successful strategies and were able to sustain longer in the profession. To complete their review
of literature, the researchers synthesized peer reviewed literature published from 1977 to 2015.
From the literature, the “mastery experiences” included in Bandura’s research proved to be the
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most influential source of teachers’ self-efficacy, followed by achieving a goal through their own
effort. The way an event is processed by the teacher has an impact on the development of selfefficacy. This self-efficacy consequently has been found in the research to influence the quality
of a teacher’s instructional performance (Tschannen- Moran et al., 1998). The researchers noted
a pattern in which self-efficacy, sources of feedback on a teacher’s performance, and a teacher’s
instructional practices influence each other. A review of the literature demonstrated that mastery
experiences are important for pre-service teachers as they build self-efficacy through successful
teaching experience. Additionally, watching a model of an instructional strategy, experiencing
excitement and positive feelings while teaching, and having a strong base of content knowledge
also work to build self-efficacy among teachers early in their careers. Another key finding of
Morris et al. (2018), was that the way teachers interpret both positive and negative information
regarding their teaching practices plays a role in the development of teaching self-efficacy. The
context of the school in which a teacher teaches also has an influence on the self-efficacy beliefs
of a teacher. The researchers emphasized the need for a more sound and theoretically based
measure of the sources of teaching self-efficacy. This would provide a better tool for measuring
teaching self-efficacy. The researchers also indicated the need for qualitative studies to identify
the information that teachers rely on when judging how they taught a specific lesson. The
implications for teacher education and for professional development are to focus on the pattern
of teachers’ skill and knowledge development. Further studies could also investigate if an
improved sense of self-efficacy influences the motivation and behaviors of teachers.
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Environmental factors
Instructional Decision-Making
In addition to a teacher’s own confidence in their abilities to motivate their students and
in their own knowledge of the subject they are teaching, a teacher’s sense of autonomy within
their school setting is also a factor. A teacher’s sense of control and influence within their school
impacts the decisions they make regarding classroom instruction (Claessens et al., 2015). Again,
this is most often found in the teacher’s decision to add additional content to the curriculum or to
engage their students in higher-level activities than determined by the given curriculum
standards. Teachers who feel that they have the support of their district or building
administration in doing so are more likely to take risks in their curriculum planning. The sense of
autonomy is important not only in classroom decision-making, but also in building wide policy
decisions. The influence teachers feel they have on school policies impacts their instructional
decisions.
Teachers who feel they have autonomy in their classrooms and within the curriculum
they are given may tend to teach beyond the contents of the curriculum. Hyunhee (2018)
completed a case study of elementary teachers in South Korea who effectively implemented
incorporating civic mindedness into the social studies classroom. The teachers involved in the
study were willing to include components of social and economic justice into their standardsbased curriculum. This often included students working collaboratively to advocate for solutions
to issues related to social and economic justice. Critical citizenship was defined by the researcher
as seeking to involve students in activities that promote social justice (Hyunhee 2018). The
purpose of the study was to gain an understanding of the methods teachers could use in their
classrooms to provide critical citizenship education in their classrooms. The researcher
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advocated for the development of a “third space” in the classroom that would allow teachers to
interact with their students and facilitate knowledge rather than serve as a transmitter of
information. The researcher used grounded theory to examine the South Korean teachers’ beliefs
regarding critical citizenship and their instructional strategies. Purposeful sampling was used to
find informants who taught in environments that allowed for instruction outside of the given
national and local standards. After reviewing eligible candidates, one teacher was selected for the
case study. Using the qualitative approach, Hyunhee (2018) collected data through interviews
and observations. Throughout the research process, the participant expressed the difficulties she
faced in incorporating interactive and relevant lessons into the provided curriculum as she was
expected to teach primarily from the textbook. The teacher involved her students in activities that
questioned the textbook and that allowed them to take an active role in local political issues. The
study suggests that education programs need to expand the teaching of engagement and social
justice strategies into their teacher instruction. Finally, the context in which a teacher practices
has a large influence on the instructional strategies they use.
Constructivist Approaches to Teaching
Kormaz et al. (2016, p. 317) studied the impact of two constructivist approaches,
cooperative learning strategies and systematic teaching, on student achievement and retention of
a social studies lesson. According to the researchers, constructivist lessons have four
components:
1. Students construct meaning on their own.
2. New learning is constructed on previous knowledge.
3. Learning is consolidated with social interaction.
4. Meaningful learning develops through authentic tasks.
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The instructional methods included in the study meet the components in different ways.
Cooperative learning hinges on students working together towards a learning goal (Johnson &
Johnson, 1999). Systematic teaching centers all classroom activities on the students (Kormaz
Toklucu & Tay, 2016). The purpose of the study was to compare the efficacy of the two
instructional strategies for the retention of student knowledge of material included in social
studies lessons. The study used a quantitative approach with a pre-test and post-test experimental
design. The study measured the achievement and retainment of information among four groups
of fourth grade students. One group was taught using cooperative learning methods, one group
was taught using systemic teaching, and two groups served as control groups. In the control
groups, teachers used the instructional strategies included in the textbook to form their lessons.
Student results on a researcher-created achievement test measured student knowledge of the
material before the unit of instruction, immediately after the instruction, and four weeks later to
measure retention of the material. The scores on the tests were analyzed using SPSS and oneway ANOVA. The results demonstrated no significant difference among the groups on the pretest and no significant difference on the post-test among the groups. However, there was a
significant difference between the pre-test and the post-test scores. When measuring retention
rates of students, the cooperative learning strategies were more effective than systemic teaching
or the constructivist methods given by the textbook. As a result of the study, the researchers
recommend the inclusion of both cooperative learning and systemic learning in social studies
instruction to increase student retention of the material.
Social Studies Teacher Preparation Programs
Many of the factors that shape a teacher’s perception of his or her students have
influence prior to teachers meeting their students each year. They often take shape during the
42

foundational time in a teacher’s practice as teacher preparation courses have a large influence on
his or her view of students (Tuncel, 2017). The pedagogical strategies, planning methods, and
teaching frameworks that are emphasized to teacher candidates as they earn their education
degrees have a strong influence on their practices as teachers. The concept of self-efficacy has
influence in this case as through the teacher education program, or due to the teacher candidate’s
student teaching experiences, the teacher also develops an idea of their ability to work with
students. The perceptions held by a teacher related to their power to encourage students to
connect with the curriculum strongly influences pedagogical decisions (Yilmaz, 2009). Changes
to the curriculum or instructional strategies expected of the teacher in schools will not occur fully
until the individual has had time to process the change and how it fits with their beliefs about
teaching as it often takes time for teachers to realize the benefits of change (Hall, 2013). Once
again, teachers are more likely to engage their students in higher order thinking if they feel they
can motivate their students to engage in the work.
Pre-existing beliefs
Pre-service teachers enter teacher education programs with a set of beliefs and ideas that
form their identities as both students and future teachers. This framework becomes the filter
through which pre-service teachers process the information and experiences they encounter
throughout their education in the teacher preparation program (Stenberg et al., 2014). Through
their study, Stenberg et al. (2014) sought to identify the beliefs held by pre-service teachers at the
beginning of their time in the teacher education program as well as how these beliefs were
related to the practical theories held by the pre-service teacher. The participants in the study were
71 pre-service teachers in Finland enrolled in a primary school teacher preparation program. The
students all held Masters’ degrees but did not have any field placement or practicum experiences.
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The qualitative study gathered written data from teachers regarding their teaching beliefs as they
were asked to write four to ten statements about their roles as future teachers (Stenberg et al.,
2014). The statements were then coded and organized into the categories of value position,
practice position, teacher position, and context position (Stenberg et al., 2014). While 33% of the
participants reported an instructional focus in their belief statements, most teachers emphasized
personality characteristics of teachers. The findings also implied that the prior experiences of
pre-service teachers as students have a strong influence on their beliefs regarding the role of the
teacher. The study is limited due to the enrollment of the participants in one teacher education
program. However, future research could be conducted regarding the transformation of the
students’ beliefs over the course of the teacher education program, and the relationship of the
beliefs to the instructional practices selected by the pre-service teachers.
In a study that sought to further investigate the relationship of the beliefs of pre-service
teachers and the instructional practices they utilize, Nganga (2019) researched pre-service
teachers’ perceptions and preparedness to teach for global mindedness and social justice using a
variety of strategies. The strategies included in the research were learner-centered strategies,
which has been defined as emphasizing the needs of students in the learning environment
(Kolman et al., 2017). In learner-centered instruction, the teacher acts as a guide for student
learning and seeks to connect students’ experiences to the curriculum (Kolman et al., 2017). The
instructional strategies included in the researcher’s definition were “discussions, problem/
project-based learning, think-pair-share, jigsaw, student teams, mix-pair-share, and all-write
consensus (Arends, 2015). For the study, Nganga (2015) utilized purposive sampling with three
cohorts of 47 people. The preservice teachers who participated in the study attended a rural
university in the Rocky Mountain region and, apart from one participant, were female. The
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participants were students in a social studies methods course at the university during the study.
The researcher was the methods course instructor and utilized the inquiry process, classroom
discussions, role-play, and threaded discussions throughout the course. The study was conducted
using a phenomenological-interpretive framework as participants responded to prompts
regarding teaching for global mindedness and social justice in social studies at the end of the
semester (Nganga 2015). Qualitative methods were used to determine themes in the responses.
The students indicated that they found the learner-centered instructional strategies to be
beneficial and that in-class collaborative strategies would be the best to develop in their own
practice. The researcher concluded that the study would be useful to expand to additional teacher
education programs. The actionable components of the study, such as implementing learnercentered strategies within the methods class, should be used across social studies methods
programs to ensure educators are able to teach using the methods. The study is limited due to its
completion in a rural community and should be expanded to more diverse environments. The
study also does not follow the pre-service teachers into their practice and could be enhanced if it
were a longitudinal study.
The influence of expectations regarding teaching and the success of a new teacher in the
field of social studies education was studied by USLU (2015). USLU (2015) found that preservice teachers enter the field of education primarily for reasons of service, enjoying the work
involved in the profession, and outside factors. The purpose of the study was to gain insight into
the opinions of freshman preservice teachers regarding their expectations of the social studies
department (USLU, 2015). The researchers utilized the content analysis approach to analyze the
data. The study included 40 teacher candidates who were freshman in the department of social
studies at the participating university (USLU, 2015). The students wrote their answers to the
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questionnaire regarding their expectations of the social studies department. USLU (2015) found
that participants chose education because of their desire to be a teacher as well as their academic
abilities (USLU, 2015). Additionally, their objectives for becoming a teacher were to raise social
awareness and to increase knowledge of social studies content areas among students (USLU,
2015). The majority of the pre-service teachers who participated in the study wanted to develop
themselves professionally and expected to gain a position as a teacher quickly upon graduation
(USLU, 2015). Most students understood social studies to only include history and geography
and selected the department due to their belief that they would have job security (USLU, 2015).
The study is limited due the nature of it taking place among one class of pre-service teachers.
The author suggests that future research should be completed using different study groups
(USLU, 2015).
Teacher Motivation
Another factor that is formulated in the foundation of a teacher’s practice is his or her
motivation for entering the field of education. Motivation influences both teachers and students
as each party has their own source of motivation that shapes their school experiences. A teacher
who is motivated by interest in their field, and by the success of their students, is more likely to
make instructional additions to the prescribed curriculum. They are also more likely to seek
points of interest and cultural connections within the curriculum for their students. Students also
have their own motivations regarding school performance, and teachers can engage more
students in the classwork if they seek to understand this factor of student behavior. The
motivations held by students and teachers, along with pre-existing ideas regarding school, have
consequences on school performance (Timmermans & van der Werf, 2016). When teachers are
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motivated and feel capable of learning about the motivations of their students, they can work to
form a more inclusive classroom environment and curriculum.
Many teachers report entering the teaching profession due to the intrinsic motivations of
wanting to positively influence children, making a difference, and sharing their knowledge to the
younger generation (Daniels, 2017). However, during their time as practicing teachers the initial
motivation for teaching can be lost due to the extrinsic pressures felt in the work environment.
Daniels (2017) studied the influences on middle school teachers specifically as they sought ways
to remain effective as educators throughout the course of their practice. The study also had an
intended outcome of finding ways for administrators to encourage development and positive
attitudes among their faculty. The qualitative study design utilized semi-structured interviews
with 13 middle school teachers who were recruited from four different schools through email
invitations. The interview questions included items related to “teaching competence, desire to
engage with colleagues, students, and administrators, and their willingness to devote energy to
their professional practice,” (Daniels, 2017, p.3). The interview transcripts were coded to
develop themes within the framework of self-determination theory. Daniels (2017) found that
factors related to the curriculum, school and work relationships, and the work requirements of
the school had the largest impact on a teacher’s motivation to develop as a professional. Teachers
who reported higher levels of motivation also reported having higher feelings of autonomy
regarding their instructional choices, and placed an emphasis on student growth (Daniels, 2017).
Furthermore, they felt freedom to try new instructional strategies to grow in their teaching
practice. The study is limited as participants were restricted to middle school teachers from four
specific schools. Future research regarding the role of the administration and school climate on a
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teachers’ motivation to grow professionally and implement new instructional strategies could
come from the findings of this study.
Through numerous studies, the influence of extrinsic factors on a teacher’s decision to enter
the education profession has also been found to be important. ŞAHiN (2014) studied how preservice social studies teachers make their choice to pursue a career in the field. The researchers
completed a qualitative study of twelve first-year pre-service social studies teachers in Turkey.
The participants were interviewed regarding their choices to enter the program and the importance
of being in the pre-service program (ŞAHiN, 2014). The transcripts of the interviews were coded
to find recurring themes. ŞAHiN (2014, p. 987) found the connected themes of “disturbances, role
models, [the profession as a] getaway, status, and transformation.” The findings indicated that
many teachers had personal reasons for entering the field of education, however the choice to
become a social studies teacher was due to extrinsic factors such as economic reasons and personal
factors (ŞAHiN, 2014). The subject or content that the pre-service teacher was teaching was not
always as important as becoming a teacher. The study is limited due to the research being
completed with twelve students in one pre-service social studies education program. Therefore,
the findings cannot be generalized. However, due to the interview responses of the study
participants, a future area of study would be to investigate the association between a candidate’s
reason for being a social studies teacher and their quality as a teacher (ŞAHiN, 2014).
Student success and achievement is a prevailing topic in education, whether on the
school, district, or state level. The drive to improve student achievement can be seen as an
extrinsically motivating factor for teachers and school leaders. Daniels et al. (2016), completed
research to gain insight into the influence feeling responsible for student achievement had on the
instructional choices made by pre-service teachers. The participants in the quantitative study
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were 97 pre-service teachers in Canada. To collect data, the researchers used the Teacher
Responsibility Scale to measure “relationships, teaching, achievement, and motivation,” as
influences for pre-service teachers and the Patterns of Adaptive Learning Scale to measure the
reasons for choosing a certain instructional practice (Daniels et al., 2016, p.531). The surveys
included Likert-style measures. Statistical analysis demonstrated that pre-service teachers felt a
higher sense of responsibility for building relationships with their students and building their
teaching practice, followed by student achievement, and the lowest sense of responsibility for
motivating their students (Daniels et al., 2016). The findings also implied that teachers who were
more influenced by student achievement used more extrinsic rewards in the classroom, while
those who were more committed to building their teaching practice were focused on their
students’ content mastery (Daniels et al., 2016). In terms of the selection of instructional
practices, Daniels et al. (2016) found the pre-service teachers were influenced by their prior
experiences and beliefs about education more than research they encountered throughout the
semester in the teacher education program. The findings of the research are not generalizable as
the study was conducted with pre-service teachers in one teacher education program. Future
research could be conducted to further investigate the influences on the instructional decisions of
pre-service teachers and the development of their rationales over the course of the teacher
education program. Further research could also be completed to study the rationales of in-service
teachers and how their feelings of responsibility for student achievement may be similar or
different from those of pre-service teachers.
Concept Analysis Table
The table below includes references that were helpful in the development of this study
and in providing a background for understanding reasons for teacher change.
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Table 1
Concept Analysis Table

APA Reference
Miller, A. D., Ramirez, E. M., &
Murdock, T. B. (2017). The influence
of teachers' self-efficacy on
perceptions: Perceived teacher
competence and respect for student
effort and achievement. Teaching and
Teacher Education, 64, 260-269. doi:
10.1016/j. tate.2017.02.008

Topic
The interaction
between teacher
perceptions of their
own teaching
abilities and their
interactions with
students in math and
science classrooms.

Nowell, S.D. (2016). "It's about the
why": social studies teachers'
perceptions and pedagogy of common
core literacy integration. The Journal
of Social Studies Research, 41, 63-73.

The change in the
pedagogy of three
social studies
teachers in one
Oklahoma school
district in response
to increased
expectations of
literacy
integration in their
courses

Schiefele, U., & Schaffner, E. (2015).
Teacher interests, mastery goals, and
self-efficacy as predictors of
instructional practices and student
motivation. Contemporary
Educational Psychology, 42, 159-171.
doi: 10.1016/j.cedpsych.2015.06.005

Teacher’s interest
and self-efficacy
towards the Math
content they teach,
the perceptions of
their students, and
student motivation.

Research Questions
How do teacher’s views of selfefficacy influence the expectations
they have of students in math and
science classrooms?
How do teacher’s views of student
motivation influence their
interactions with students?

In what ways did social studies
teachers adapt to the increase in
literacy integration through
common core standards?
What are teacher perceptions of the
implementation of common core
standards and field notes

How do the interests and
motivations of math teachers
impact their instructional
practices?
How does teacher enthusiasm
impact the perceptions of students
regarding the knowledge of their
teacher? What ways do the
instructional practices of teachers
influence student motivation?
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Research Methods
Mixed Methods
Surveys of teachers and
students.
Classroom
observations.
Qualitative
Three teachers
participated in two 3045-minute interviews
and one 60-120-minute
classroom observation.
The open coded method
of data analysis
was used to identify
themes from the
interviews and field
notes.
Mixed Methods
Teachers completed
questionnaires and
students were surveyed
regarding perceptions
of their teacher’s
practice. Meta-analysis
was used to find
emerging themes from
the data.

Results
A teacher's self-efficacy and
sense of purpose has an
impact on the classroom
learning environment.
Teacher views of student
motivation influence their
expectations and interactions
with students.
Four themes of pedagogical
change emerged from the
study: teaching writing and
analysis; a need for
curriculum, planning, pacing,
and alignment across grade
levels; the importance of
ongoing professional
development; and teaching
what is left out of the
standards for cultural
relevance.
Analysis of teacher reported
goals and practices in relation
to student perceptions of
teacher practice indicate that
while teachers predict their
own instructional practice
well, students do not always
perceive the teacher as
enthusiastic. Teachers'
educational interests
demonstrated a correlation to
practices in the classroom.

Djuraskovic, I. & Arthur, N. (2010).
Heuristic inquiry A personal journey of
acculturation
and
identity
reconstruction. The Qualitative Report,
15(6), 1569-1593.

To explain the
processes and
concepts related to
the heuristic inquiry
model.

What are the key concepts and
phases included in the heuristic
inquiry model?

Qualitative

Yilmaz, A. (2009). Self- efficacy
perceptions of prospective social
studies teachers in relation to history
teaching. Education, 129(3), 506-520.

To determine the
self-efficacy
perceptions of
prospective social
studies teachers in
relation to history
teaching due to the
high need for
student motivation
in History courses.

What are the self-efficacy
perceptions of the prospective
social studies teachers in terms of
history knowledge, selection and
application of strategy, method and
technique, material design and use,
in-class communication and
classroom management, effective
measurement and evaluation
applications in relation to history
teaching?

Mixed Methods

This article describes
the model rather than a
research study

Senior students in
social studies education
from six universities in
Turkey participated in a
two-part survey
process. First, a 26question Likert-type
questionnaire was
given. Second, five
open-ended questions
were answered by
participants.

Note. The research included in the table was important to developing the foundation of the literature review.
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The heuristic inquiry model
includes seven concepts and
six phases that serve as the
foundation for research
studies conducted using the
model.

Summary
The purpose of the review of literature was to investigate the ways in which a teacher’s
perception of a new curriculum or instructional practice develops over the course of the
implementation process. The research demonstrated that teachers who feel more confident in
their content knowledge are more likely to include content that goes beyond the required course
material in their instruction. Additionally, teachers who felt they had influence within their
schools were often more motivated and included higher-level thinking activities in their courses.
Teachers were more engaged in the practice of teaching and development of the curriculum
when they believed they could help motivate students. A teacher’s sense of influence in the
school and among his or her students, confidence in relationship building with students, and selfefficacy related to curriculum, are among the influences on a teacher’s instructional decisionmaking. Additionally, the teachers’ intrinsic and extrinsic motivations for entering the field of
education have a strong influence on the instructional choices they make. Finally, the leadership
style of the school principal has a strong influence on the implementation process and the way
teachers include the new instructional practice in their classrooms. The literature includes some
indications for the perceptions of teachers regarding a curriculum change over time, however,
more research regarding the relationship between the perception of the curriculum change and
their classroom practice is needed. While primary education and some fields of secondary
education have been studied, the field of social studies education in the United States has not
been studied extensively on this subject.

52

Chapter III: Methodology
Problem of the Study
The problem researched by this study is that the state social studies standards in Colorado
have changed and subsequently, a change in teachers’ instructional practice must follow. Varied
methods of social studies instruction exist, and many factors contribute to a teacher’s decisions
regarding instructional practice. Therefore, the process of a teachers’ change in instructional
decision-making in response to a mandated change in state standards needed to be further
investigated.
Purpose of the Study
The purpose of the study was to investigate the perceptions of secondary social studies
teachers regarding the changes in state social studies standards, especially in terms of their
response in instructional practice. An additional point of interest was to investigate the factors
that influence the actions of teachers related to the change in curriculum.
Major Sections
The major sections of chapter three include the explanation of the research design, the
selection of participants, the role of the researcher, the data collection methods, and the methods
of data analysis utilized by the researcher.
Research Design
Research Question
What is the experience of teachers as they begin to implement new, state mandated social
studies standards?
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Research Design Guiding the Study
The researcher used the qualitative approach to guide the study. The qualitative approach
to research is appropriate for this study as researchers using this method report on the
perceptions of participants as they encounter the change or phenomenon that is at the center of
the study (Cresswell, 2007). The research design is also guided by the heuristic inquiry model
which is “designed for the exploration and interpretation of experience,” and incorporates the
researcher’s experience into the analysis of the research question (Hiles, 2001, p.1). According
to Cresswell (2007), researchers completing qualitative research focus on the participants’
viewpoints regarding the subject of the study and shape the direction of the research accordingly.
This approach is advantageous as it considers the background of the researcher and the
participants in the study as part of the framework and is grounded in finding meaning in real-life
contexts and lived experiences (Cresswell, 2007). The procedures utilized in the study also
follow the procedural assumptions of Moustakas, who emphasized the need for the researcher to
understand the broad background of the problem of the study and to ask participants general
questions related to their experiences of the phenomenon (Cresswell, 2007).
This branch of the phenomenological approach is appropriate to guide this study as it
studies the interactions between people and their realities (Valentine et al., 2018).
Phenomenological researchers hold a value of studying the intentionality of one’s actions to
varying degrees, but the importance of studying a participant’s interaction with the phenomena
under study is a constant central tenet of the phenomenological approach (Valentine et al., 2018).
The phenomenological approach also acknowledges the role the researcher plays in interpreting
the data collected and in making meaning of the responses of participants, while requiring that he
or she grounds their research in accepted philosophies of qualitative research (Valentine et al.,
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2018). The heuristic inquiry model is an appropriate lens from which to view the research as the
shared experiences of the researcher and the participants guide the study questions and analysis
of the data (Djuraskovic & Arthur, 2010). Due to the researcher’s position in the context of the
study and her desire to study the perceptions of teachers experiencing a change in state
curriculum standards, the phenomenological approach, and specifically the heuristic inquiry
model, is the appropriate framework to guide the study.
Role of the Researcher
The researcher was a participant observer in the study as she completed the data analysis
tasks herself in addition to asking the interview questions, providing the prompt for the
completion of the concept map, and completing a thematic analysis of model lesson plans
developed by the participants in the study. She also completed reflection regarding the
similarities and differences between her response and the participants’ responses. The heuristic
model is based on the involvement and commitment to reflection of the researcher as they seek
to understand a phenomenon that is of great personal interest (Moustakas, 1990). The researcher
had personal and professional relationships with participants in the study as she worked as an
instructional coach at a middle school that is located within the school district that was the
setting of the study. The instructional coach role is a non-evaluative role as the coach works with
teachers to implement high impact instructional practices to increase student achievement. The
researcher was also a member of the district curriculum development team for the use of the new
social studies standards. To reduce the potential influence of her professional relationships with
participants, the researcher sought participants in the study from social studies teachers at
secondary schools in the district who she was not actively coaching.
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Participants
Population
The population of participants for the study was secondary social studies teachers in an
urban school district in Colorado Springs, Colorado. The study included one male and one
female volunteer participant. While the participants volunteered for inclusion in the study, the
selection was purposeful as the school district was in its first year of implementation of new
social studies standards and curriculum. Cresswell (2007) states, phenomenological research
calls for the selection of people with related experiences to the topic of question when
determining participants. As the study seeks to understand the perceptions of teachers
experiencing their first year of implementation of a new curriculum, a purposeful selection of
participants was best for the study.
Selection
To be included as a participant in the study, a participant was required to meet the criteria
of teaching 6-12 grade social studies in a specific school district in Colorado Springs, Colorado.
Teachers who had a formal coaching relationship with the researcher were excluded from the
study. To identify and recruit potential participants in the study, the researcher first contacted
the district coordinator for research and accountability to obtain permission to complete the
study. After obtaining permission from the school district to conduct the study, she contacted
each secondary school principal in the district to obtain permission to ask their teachers to
participate in the study (Appendix B). When permission was received from a school
administrator to recruit social studies teachers at their schools, the researcher emailed individual
teachers to ask them to participate in the study (Appendix C). Based on the responses she
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received to her initial inquiry, she then sent secondary emails to interested teachers to schedule
an information meeting regarding the study.
Instrumentation
Concept Mapping
Concept maps were developed by Stewart et al. in 1979 and are defined as providing
“visual representation of dynamic schemes of understanding within the human mind” (Wheeldon
& Faubert, 2009, p.69). Concept mapping was recommended for use in qualitative research in
1967 by Glaser & Strauss. The researchers stated that concept maps help offer the perspectives
of research participants in a manner that can guide further research. Later additions to the data
collection measure included the use of a reflection tool that allowed participants and researchers
to demonstrate the relationships indicated on the concept maps further (Budd, 2004). Concept
maps are visual depictions created in response to a prompt that allow participants to create a
representation of their understanding of a concept or process (Dixon & Lammi, 2014). The data
collection tool began to be used by researchers to a larger extent in the 1990s. Miles and
Huberman (1994), found the tool could be used to display the intricacies of a participant’s
thought surrounding a concept. The use of this method is also helpful for researchers as the
categories for data analysis are provided by the participants as they create the concept map
(Dixon & Lammi, 2014). Furthermore, using the strategy at the beginning of data collection can
aid the researcher in creating themes from the data to guide the study (Wheeldon & Faubert,
2009). To better integrate the themes derived from concept maps into a larger study, interviews
or reflective questions should be given to participants to help guide the interpretations of
connections made during the completion of the map (Jasperson & Stein, 2019). The reflection
questions that will be used in this study can be found in Appendix A.
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Lesson Plan Analysis
The second component of data collection was to prompt participants to provide a model
lesson plan that demonstrates teaching a social studies standard or concept within the guidelines
of the new social studies standard and curriculum guides as well as a model lesson plan they
utilized under the prior social studies standards. Not only did this step provide a data point for
the triangulation of data, but it also allowed participants to demonstrate their experience with the
change in curriculum in a manner that was directly applicable to the context of the phenomena
(Tariq et al., 2019). Teachers were prompted to provide a lesson plan in a format that they
normally used to demonstrate the lessons for one standard or unit that they felt met the
requirements of the new standard. The data was then coded for instructional strategies and
pedagogical methods that are included in the lesson plan, as well as recurring themes. Reflective
questions related to the lesson plans submitted by participants will be included in the interview
questions (Appendix A).
Interviews
In the final stage of data collection, I completed a semi-structured interview with each of
the participants in the study. Interviews are an established method of data collection in
qualitative research (Cresswell, 2007). According to Cresswell (2007), a researcher needs to
develop questions that lead participants to discuss their experiences with the phenomenon under
study in meaningful detail. The heuristic inquiry model takes this concept further by fostering a
connection between the researcher and the participants during the interviews as the two parties
come to better understand their experiences together (Patton, 2002). Utilizing an interview also
supports the phenomenological purpose of understanding the research problem by seeking
information from those who have experienced it (Hopkins et al., 2017). In validating data
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obtained through interviews, the intentions of the participant must be considered. Sousa (2014),
states validation of data collected through interviews in qualitative research must be rooted in
consistency with the participant’s description of his or her experience. The questions that were
utilized for this study can be found in Appendix A.
Data Collection
Recruitment
The recruitment of teachers to participate in the study occurred using purposeful
sampling through the school district in which the researcher worked as an instructional coach.
After receiving permission to conduct the research from the school district, the researcher
contacted administrators at secondary schools in the school district to request permission to
contact social studies teachers in their schools regarding the study (Appendix B). Next, an email
explaining the study to social studies teachers and asking for their participation was sent to each
teacher in the cooperating schools individually (Appendix C). After teachers responded with
initial interest in participating in the study, the researcher then held informational meetings to
explain the study further and to obtain the informed consent from each participant. Subsequent
times for collecting data were scheduled at the conclusion of each meeting.
Informed Consent
First, the researcher responded to the volunteers who agreed to participate in the study
and held a virtual meeting with each potential participant to explain the research process, the
reasoning behind the study, and the requirements for participation. She asked for any questions
the volunteers had about their participation and clarified that the data collected would be kept
confidential as pseudonyms were used for each participant when data was included in the
research paper. Second, at the conclusion of the meeting, she had each participant sign the
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approved informed consent form regarding participation in the study (Tariq et al., 2019). Finally,
the researcher had the volunteers scan and email the signed consent form to her email account.
The virtual nature of the meeting and informed consent was due to restrictions regarding the
interactions of individuals who worked in different school and district buildings that were in
place in the school district due to the COVID-19 pandemic. The informed consent form is
included as Appendix C.
Administrating the Measures
To prevent the interference of one data collection measure with another, the data was
collected from each participant in the specific order of concept map, lesson plan, and interview
(Hopwood, 2004). Furthermore, the data collected from the concept maps and lesson plans were
used to ask clarifying questions during the semi-structured interview. The researcher first
administered the concept map measure. The researcher provided participants with a prompt
related to cooperative learning pedagogy and the new state social studies standards. The
researcher also provided participants with an example of a concept map structure (Appendix D).
Participants responded to the prompt “cooperative learning strategies and the Colorado social
studies standards.” The participants were told to write the prompt in the center of their paper and
to use any connecting lines, arrows, or symbols they felt demonstrated connections between the
words they included on the map. Teachers were given the prompt at the conclusion of the virtual
information meeting and had two weeks to email their map to the researcher. The researcher
asked each participant reflection questions related to the concept map during the interview
(Appendix A). The concept map was saved by the researcher for later data analysis purposes on a
secure and password protected computer. After the concept mapping data was collected, the
researcher scheduled a time frame for each participant’s lesson plans to be emailed. The content
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analysis method was used to derive codes from the concept map data and the codes provided
categories for data analysis (Bektas, 2019).
The second stage of data collection included the submission of a set of lesson plans by
teachers that they felt met the criteria of a model lesson under the guidance of the new social
studies standards. Teachers were asked to provide lessons that met the requirements of their
schools and of the standards. The lessons were to be an ideal or exemplary model of teaching to
the new standard, teachers were not asked to implement the lesson plans as part of the study.
Teachers had two weeks to submit the lesson plans after creating the concept map. Participants
were also asked to submit a model lesson plan that met the requirements of the previous state
social studies standards. They emailed the lesson plans to the researcher and the researcher coded
the lesson plans using content analysis and apriori codes. Finally, teachers were asked to remain
available through email for debriefing and clarification of any interpretations made by the
researcher regarding their lesson plans. The items collected from participants during the first and
second stages of data collection are examples of supplemental documents used in heuristic
inquiry to add context to the contents of the interviews (Moustakas, 1990). Additional questions
held by the researcher regarding the lesson plans were included in the semi-structured interview
with each participant.
In the final stage of data collection, the researcher facilitated semi-structured interviews
with each of the participants. The interviews conducted for this study combined the informal
conversational interview and standardized open-ended interview detailed by Moustakas in his
description of heuristic inquiry methods (Moustakas 1990). All participants were asked questions
from a predetermined list of questions, but additional questions were asked throughout the course
of the interview based on the responses of the participants. The interview was held using ZOOM.
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The researcher asked pre-determined questions (Appendix A), some of which were determined
by the categories and information derived from the concept mapping measure and submitted
lesson plans. The researcher also asked additional questions as they arose during the
interview. The interview was recorded and lasted about 60 minutes based on the length of the
participant’s answers. After the interview was completed, the researcher listened to the recording
to create a transcript. One participant submitted his answers to the interview questions in a
written format through email due to time constraints. The researcher then used the content
analysis method to create categories and codes from the interviews. The categories were
compared to the concept mapping data to determine any recurring themes.
Data Storage
Data that was collected throughout the research process was stored on the researcher’s
password protected computer. A list of the data gathered, and its location, was also maintained by
the researcher using a green data notebook. Finally, anonymity of the participants was maintained
through using a pseudonym for each participant (Cresswell, 2007).
Data Analysis
Software
The researcher used email, Zoom, and Microsoft Word to assist with data collection and
analysis.
Data Analysis Techniques
Concept Maps
Concept Maps were the first piece of data collected from the participants in the study.
The participants were given instructions regarding how to complete the map during a Zoom
session with the researcher. The concept map was shared with the researcher through email
62

within two weeks of the informational meeting. The concept map was then saved on the
researcher’s computer under a pseudonym. Data analysis was completed primarily using open
coding. Codes were noted by the researcher from each concept map in a green data notebook. In
the second step, the researcher created axial codes to divide the codes derived from each concept
map into themes or categories. The themes developed from the concept map were in comparison
with the coding of the lesson plans and interview transcripts. Furthermore, the interview
questions addressing the concept maps were modified to reflect the codes derived from the
concept map exercise and to include additional questions held by the researcher.
Lesson Plans
After the completion of the concept map, participants had two weeks to provide the
researcher with two lesson plans they felt demonstrated exemplar or model teaching. One
example was a model lesson under the previous social studies standards and the second example
was a model lesson under the current standards. The lesson plans were stored in a file on a
password protected computer and were saved under the participants assigned pseudonym to
protect anonymity. The researcher began with open coding to derive any themes included in the
lesson plans. Then, she compared the codes to the axial codes developed through the analysis of
the concept maps. Finally, additional axial codes were developed and included in coding as
needed. Questions regarding the codes and the lesson plans were included in the structured
interviews.
Interviews
The structured interviews were completed through a Zoom meeting including the
researcher and individual participant as well as through email correspondence. The meeting was
recorded and saved under the pseudonym provided to the participant to protect anonymity.
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Furthermore, the recording was deleted when the transcription was complete and clarifying
questions were answered by the participants. One participant submitted their answers to the
interview questions through email due to personal time constraints. The answers were saved
under the participant’s pseudonym in a file on a password protected computer. While reading the
transcripts, the researcher first read for the presence of content that fit into the axial codes
developed by the process of coding the concept maps and lesson plans. The researcher also noted
any open codes that are unique to the interviews. Finally, the transcripts were coded using a
priori coding using terms from the literature regarding cooperative learning and the new
standards. The codes were derived from the social studies framework provided by the state to
include collaboration, creativity, 21st Century Skills, and student responsibility (Colorado Social
Studies Standards, 2019).
Research Question Analysis
What is the experience of teachers as they begin to implement new, state mandated social
studies standards?
The research question was analyzed using thematic analysis of the relationships portrayed
by participants in the creation of the concept map (Dixon & Lammi, 2014) and by using a priori
codes derived from the state level standards.
Validity
Credibility for the data analysis was established through the triangulation of measures
used by the researcher in the study. The alignment of the research methods with the research
question and framework provided the foundation for establishing credibility of the study (Sousa,
2014). Validation also occurred in the study through the focus on the participant’s experience
with the phenomenon under study (Sousa, 2014). In accordance with heuristic methods of data
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validation, the researcher also reviewed the collected data multiple times and included clarifying
questions in the interviews to ensure the participants’ intended answers were interpreted
correctly (Djuraskovic & Arthur, 2010). Heuristic inquiry also establishes validity through the
authenticity in reflection by the researcher and participants (Douglass & Moustakas, 1985).
Moustakas emphasizes in his work that validity comes primarily through the accurate depiction
of the participant’s and researcher’s experiences with the phenomenon in question (1990). The
accurate depiction is primarily achieved through the thorough review of data over time.
Further credibility for the study was also established as the measures of the research did
not interfere with each other. The diversity of methods in the research also limited the frustration
that can come for participants who experience a great deal of repetition during a study
(Hopwood, 2004). Transferability was established in the study through the developed
understanding of the ways in which teachers process a change in curriculum standards that lead
to instructional changes (Sousa, 2014). This can add to the current knowledge base surrounding
professional development and can be applied to additional school districts undergoing changes in
social studies content standards and curriculum.
Dependability
The dependability of the study began with the use of a variety of measures to collect data.
This allowed participants to express themselves in a variety of communication styles and results
in the researcher gaining a clearer understanding of their experiences (Hopwood, 2004).
Reliability in the study was also established by providing a clear description of the research
methods used, debriefing with the participants in the study after their completion of the lesson
plan data collection measure, and through asking participants to provide their view regarding the
interpretations being made throughout the study (Cresswell, 2007).
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Confirmability
Confirmability of the study occurred through the description of “preunderstandings”
provided by the researcher regarding her relationship to study. Hopkins et al. (2017) describe this
as a researcher demonstrating they are aware of the bias they bring to the research through their
experience. The researcher makes this relationship known but then focuses on representing the
statements of research participants in their interpretation of the data collection measures included
in the study. The researcher’s reflection on her experience with the phenomenon and the use of
the seven phases of heuristic research also leads to confirmability of the data (Patton, 2002). The
attention to describing the experiences with the change in curriculum as explained by the
participants as well as debriefing with them at the conclusion of the administration of measures
also served to confirm the objectivity of the data (Sousa, 2014).
Summary
The purpose of the methodology was to describe the procedures that were utilized to
complete the research in the study. The section included a description of participants and the
setting in which the study was conducted. A detailed explanation of the data measurement
methods of concept mapping, structured interviews, and lesson plan creation was provided, as
well as the foundation of the methods in the literature regarding phenomenology and the
heuristic inquiry model. Finally, the data analysis methods and steps to ensure validity of the
study were included at the conclusion of the chapter.
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Chapter IV: Results
This chapter includes the results of a qualitative study based on the heuristic inquiry
model. The research question guiding the study is:
What is the experience of teachers as they begin to implement new, state mandated social
studies standards?
The study used the data collection measures of concept mapping, lesson plan analysis,
and interviews. Each measure was conducted separately to prevent interference of one measure
with another and to simplify the process for the participants. In reviewing the data, the researcher
also reviewed each participant’s data separately prior to comparing the results (Moustakas,
1990). In accordance with the concepts of the heuristic inquiry model, the researcher also
completed each data collection measure and reflected on her experience with the implementation
of new state social studies standards. The results of data collection from the participants were
then compared to her own reflection to develop a deeper understanding of the findings.
Findings
The data analysis, along with the researcher’s personal reflection, revealed three themes
across the data sources. The themes are content, planning, and instructional strategies, and they
are further defined and clarified in Tables 2 and 3 below.
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Table 2
Cumulative List of Codes from the Data Sources and the Themes They Support
Codes
Content
Vocabulary
Key Concepts
Personal Finances
Understanding of Content
Instructional Strategies
Collaborative Activities
Independent Activities
Strategies
Connections
Skills
Planning
Outcomes
Collaboration
21 Century Skills
Student Actions
Teacher Actions
Change (or Lack of Change)
Real World Application
Engage

Data Source
Concept Map, Lesson Plan
Concept Map
Interview
Interview
Lesson Plan
Concept Map, Lesson Plan
Lesson Plan
Lesson Plan
Lesson Plan, Interview
Interview
Interview
Interview
Interview
Concept Map
Concept Map
Interview
Interview
Interview
Interview
Interview

Theme
Content

Planning

Instructional Strategies

Table 3
Definition of Themes
Theme
Content
Planning
Instructional Strategies

Definition
Concepts, key ideas, and details that are found
in the state standards.
The process teachers use to prepare for a
lesson.
Any mention of a specific strategy, skill, or
practice that a participant has selected to use
in their instruction.
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Content
The theme of content emerged from the initial codes of “content”, “vocabulary”,
“personal finances” and “key concepts”, and was supported by all three data sources (Table 2).
Teachers looked to the language of the new standards to guide the content to be covered during
class periods.
Lesson Objectives
The participants all explained that the foundation of their understanding of the content
comes from the language of the standards; this is demonstrated in the writing of a lesson
objective that states the main purpose of the lesson each day. The lesson objective states what
parts of the standard students should know by the end of the lesson and is used to guide
instruction. During the interview Participant One stated, “when making lesson plans my goal is
to engage students in the content around the key concept of the objective.” In this case, the
content was tied to a specific lesson objective, as supported by the language of the standards.
Participant One also noted that the learning outcomes derived from the new state standards are
very broad, and expressed “in some ways, this is nice because it gives districts and teachers
freedom to address the standards from the topics they choose.” Participant One did note that
while they felt the new standards were broad in their wording, they could meet the requirements
of the new standards by creating specific objectives for each lesson as “the center of the lesson
objective is tied to one of the broader state standards.”
Participants One and Two included specific standards in their lesson plans (Appendix F)
to demonstrate their implementation of both old and new standards. Participant One included the
specific substandard and used it to write a lesson objective in their lesson plans under the
previous standards. An example of this is the objective, “I will examine [how] the Industrial
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Revolution changed society.” In Participant One’s lesson plans for the new social studies
standards, their lesson plans took the form of their online class platform. Participant One
included content PowerPoints™ and task lists for students to complete each day during the
course of remote learning. At the beginning of each task list and PowerPoint™ Participant One
wrote a lesson objective and provided the standard the lesson was based on for their students.
Participant Two also included a standard and objective to guide their lesson plan. Beyond that,
Participant Two included many definitions of key concepts and provided them for their students
as part of their lesson plan. One of the PowerPoint™ slides Participant Two provided included
the terms “traditional economy, barter, command economy, market economy, and mixed
economy.” In her own reflection regarding the creation of lesson plans, the researcher stated “I
thought about how I would approach planning for or teaching the key elements and outcomes. I
drew lines between skills and strategies on the map.” She also explained “I am first guided by the
content standards” in making lesson plans. The researcher’s perspective on lesson planning is
different from the other participants as she did not create lesson plans for social studies classes
during this study. However, she did assist teachers in the creation of their lesson plans and in
their interpretations of the standards.
Organization
Participant One indicated that a factor that aided in the implementation of the new
standards was organizing the content included in the standards. This helped Participant One
manage distractions and factors that occurred in the classroom outside of the social studies
curriculum, such as behavioral issues, addressing the social-emotional needs of students, and
meeting additional school requirements. The mind map Participant One submitted for the study
included the topics they taught or planned to teach for each content category of the standards. In
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discussing the creation of their mind map Participant One provided this further explanation
regarding the way organization helped them address the content of the standards, “it seems that
teachers are challenged to meet the needs of far more than simply content standards. However,
my map I believe provides a good tool to keep track of big ideas… required by standards.”
Outside influences and expectations Participant One felt regarding how they needed to spend
their time at school, such as by attending to assigned duties and responsibilities, also played a
role in Participant One’s perceived ability to adapt to the changes. Having the ability to organize
the course content well helped Participant One overcome those challenges to some extent.
Key Concepts
Participant One noted “the biggest change to eighth grade social studies is the removal of
personal finances from the economics standards… students need to be exposed to these concepts
so they can start building good habits.” Otherwise, Participant One felt the content of standards
had not changed much and explained, “my lesson plan processes have changed little to none due
to a change in the standards.” From Participant One’s viewpoint, the content of the standards
and outside influences impact the implementation of the curriculum. The content of the standards
influenced the organization of Participant One’s course due to shifts that were made for thematic
organization of content and to exclude material, such as the economics unit, that was previously
taught at the eight grade level.
Broadness of Standards
Participant One also felt that teachers had more freedom in several of the content areas in
social studies due to the broadness of the standards. Participant One explained that “even high
school social studies standards are lumped into one set and are not differentiated by the grade
levels or specific focus of study.” From her own experience with creating curriculum maps and
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resources for school districts, and through discussions with the teachers she worked with, the
researcher felt the selection of topics for instruction could significantly impact the
implementation of the standards across various classrooms and districts in the state. Participant
Two expressed their reaction to changes in the standards and curriculum guidance from the
district by stating, “in some ways it has gotten better because the standards aren’t all over the
place in history and relevance. And in other ways, I’m still trying to understand what the primary
overarching goal of the year is. The researcher noted, like Participant One, that the majority of
the standards are broad in nature. This allows for choice and prioritization of the key concepts
taught in many grade levels by the teacher or the district curriculum planning team based on their
reliance on traditional content or their choice to emphasize the skills embedded in the new state
standards.
Social Studies Skills
The new Colorado standards were written with the intention of building communication,
collaboration, and 21st century skills in students through social studies content. Participant Two
also noted a shift to include more skills in the language of the standards and explained, “this
guide itself, and the standards themselves, lend themselves more to skills students will need in
the 21st Century rather than just going through history.” Participant Two’s interview
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demonstrated that they view content and social studies analysis skills used by students as
complementary, and at times, interchangeable components. Participant Two stated, “…with each
of these different economic systems we go into different terms as well as different skills.”
Participant Two then provided examples that help them teach students to meet the requirements
of the standards to compare and contrast information, “so with barter…we start to develop
vocabulary skills such as trade, the difference between goods and services.” Participant Two
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views each subsection of content as an opportunity to build social studies skills with their
students and use vocabulary in context.
Participant Two also indicated they made different instructional choices based on the
content of each unit. Participant Two felt the economics unit at the beginning of the year
provided “real-world application” and opportunities for students to become “invested in the
content.” As the year continued, Participant Two emphasized skills through the lens of the
content. One standard that stood out to Participant Two was “determining the meaning of words
and phrases as they are used in a text…” Participant Two described some of their most engaging
lessons as “a vocabulary lesson with some collaboration and cooperation mixed in.” The use of
the content to build communication and reasoning skills in their students was an important factor
in Participant Two’s implementation of the new state social studies standards. While many of the
standards for the participant’s grade level do not include specific terms, people, or events,
Participant Two can combine a skills-based standard with social studies content to meet the
requirements of the standards and the district curriculum expectations. Allowing students to
actively participate in building meaning around the course content also provided opportunities
for engagement in Participant Two’s instruction.
The researcher included more general terms in the creation of her concept map such as
noting “skills over content,” and characteristics of the standards like “building over time,” and
“broad.” In her reflection and creation of the concept map, the researcher also noted the new
state social studies standards emphasize skills over specific content and that the skills build over
time across all grade levels. Although the interpretations of each participant of how to implement
the standards were different, all participants felt the content of their lessons was determined by
the language of the standards.
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Planning
The theme of planning was supported in the data by the codes “activities”, “strategies”,
“planning”, “skills”, and “connections.” The codes indicate the various components participants
take into consideration when planning their instruction. Planning demonstrates the intentions of
teachers when they visualize implementing instruction based on the new standards in their
classrooms. All participants felt that their course planning was directed by the standards and the
district provided curriculum maps. As indicated by the interviews with the participants, teachers
consider a variety of factors when planning instruction, from the activities students will
complete, to specific instructional strategies, to the building of skills in their students.
Participants largely viewed the wording of the state social studies standards as a
determining factor in their lesson planning. In answering a question regarding what guided them
in making their lesson plans, Participant One stated, “everything is centered on engagement
centered around the objective.” Within Participant One’s school district, the objective is derived
directly from the wording of the standards. Participant One also stated that they were guided by
the curriculum maps developed by their grade level team during the previous year which were
created to “match the changes in the standards.” These documents were created to help teachers
stay on pace to teach the standards within a school year, and to provide specific examples for
standards that were written broadly. Participant Two explained their planning method as
stemming from the key concepts they derive from the language of the standards. Participant Two
stated, “we start with a basic definition of each [term] and then, as we move through the unit, I
try to focus on one key concept at a time.”
To provide support for teachers as they implemented the new state social studies
standards, the district assembled a team of social studies teachers to create curriculum maps and
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find resources for the new standards during the previous school year. The guides provided some
direction for teachers as they implemented the new standards, but pieces of the reorganization of
the curriculum across several grades caused some confusion for teachers as well. Participant Two
stated they were still trying to determine the overarching goal of the standards because of “the
way the guide was created.” This suggests that Participant Two’s planning process was
complicated by the district curriculum guide. The organization of the units were at times
confusing to teachers and provided a roadblock to efficient planning rather than serving as a
helpful tool. Participant One stated that they had not changed their instructional strategies much
despite the new standards, while Participant Two expressed they tried to shift to “an emphasis of
learning [real-world] skills by utilizing the content rather than just teaching content for the sake
of teaching content.” Ultimately, teachers were responsible for creating their own daily lesson
plans in accordance with the curriculum guide. Participant One expressed that they could
“implement and guide students through any strategy, provid[ed] I have adequate time to plan and
acquire assistance in planning if necessary.” Time for preparation was a key factor in their
confidence regarding implementing the standards and the variety of strategies indicated by the
language of the standards. The teacher expressed that they would benefit from having more time
to plan their lessons.
In their discussion of creating the mind map, Participant Two also saw a connection to
unit planning as they explained, “it reminded me…how a unit can be broken down into key
concepts that may not make sense when you think of economics as a whole, but in order to better
understand it, … breaking it down into smaller portions makes it a lot easier for kids to …
understand these concepts.”
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In her reflection on planning, the researcher noted that she uses “the action verb in the
standards to determine the depth of knowledge that is required.” She then determines the
strategies that can be utilized to teach students the standards and “look[s] at the content itself to
determine the best methods and resources for instruction.” This process is an essential process
used by the school district in which this study was conducted and informs an additional factor in
teachers’ planning. Each teacher is expected to write a “demonstration of learning” for each
lesson, which becomes an activity for students to complete. In a prior lesson plan, Participant
One included a demonstration of learning that stated, “given a prompt, 100% of students will
explain the significance of three key events of early U.S. history with 100% accuracy.” In their
revised lesson plan, Participant Two included a demonstration of learning that stated, “students
will be able to define vocabulary in their own words.” The outcome Participant Two expected
from students changed to match the term “define” and to include the specific vocabulary found
in the standard. This district requirement ensures that teachers create learning outcomes from the
standard and factors into the implementation of the new standards as a required piece of lesson
planning.
Although the teachers who participated in the study discussed the creation of objectives
and demonstrations of learning in their planning process, the researcher differed in using skills to
drive planning decisions. The researcher also considered the manner in which she would use the
district-provided curriculum guides in her planning. She stated, “I am first guided by the content
standards. I look at the action verb in the standards to determine the depth of knowledge that is
required. That helps me determine the strategies I can use during the lesson to engage students in
the content.” The consideration of engagement and skill-building with students was a common
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theme among all participants as they described their methods of planning and implementation of
the state social studies standards.
Instructional Strategies
The theme of instructional strategies was formed from the codes “Instructional
Strategies,” “Strategies,” “Student Actions,” “Teacher Actions,” “Outcomes,” “21st Century
st

Skills,” and “Change” (or Lack of Change). This theme gives insight into the teachers’ vision of
how instruction would be implemented in the classroom. Whether the participant indicated
specific strategies by name or discussed the concept of a strategy using general terms, their
response was coded using the terms listed above.
The instructional strategies included in the data collection measures by the participants
demonstrate their vision for implementing the state social studies standards in lessons with their
students. The participants expressed a difference in opinion regarding the need to use new
instructional strategies in response to the new state social studies standards as Participant Two
and the researcher saw a need to alter the strategies used while Participant One did not sense
much need to change their instruction.
During the creation of the concept map, the participants were asked to make
connections between collaborative learning and the Colorado state social studies standards.
Participants One and Two focused on the content itself rather than on collaborative learning
strategies in their responses. Participant Two used vocabulary words such as “command, barter,
trade, producer, and consumer,” primarily in the creation of their mind map. In writing their
explanation of the map Participant Two stated, “I chose my economics unit which focuses on
four main types of economies: Barter, Command, Market and Mixed economies. Within each
there are key economic terms such as: producer, consumer, trade, and goods.” In a similar
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fashion, Participant One provided an outline of content included throughout the course of the
United States history curriculum.
When asked about the process of creating the concept map, Participant One felt that the
map did not adequately depict the strategies they use in their instruction. Participant One
explained, “I also ask students to put themselves in a historic situation and what they would do
and why. The map also does not show the writing process that is taught within my class or
debates over political philosophies.” The participant viewed these strategies as higher-level
thinking opportunities for their students and expressed the importance of these activities in their
instruction during the interview. The development of writing skills and group discussion was
also important to Participant One’s instruction. During the interview Participant One explained
the role of cooperative learning in their classroom in the following manner, “students in my class
work collaboratively on a daily basis through different pathways such as peer editing, pair
shares, and general open communication.” Participant One’s goal was to engage students in the
material through the processes of research, writing, and discussion. These methods are not
specifically included in the language of the standards, but they do reflect the purpose statement
of the authors of the standards to prepare students to participate in society outside of the
classroom. Participant Two discussed using skill based instructional strategies. Participant Two
saw close connections between the key concepts and vocabulary included in the standards and
the skills that should be developed in their students. In Participant Two’s description of their
mind map they stated that the economics unit specifically, “helps us do a bunch of different
things as far as skills that we are trying to emphasize in social studies… like comparing and
contrasting and also identifying using deductive reasoning.” During the interviews, Participant
Two also discussed the use of Venn Diagrams to build the skill of comparing and contrasting as
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well as their method of utilizing the Socratic Seminar discussion as a culminating activity of the
unit.
While analyzing the responses of the participants, the researcher realized that her view of
the new social studies state standards was guided by her view of the instructional strategies that
could be used to teach the content. In fact, Participants One and Two focused more on the
content of the courses they taught than answering the concept map prompt fully. The researcher
included more detail regarding instructional strategies in her responses than the other
participants. She described the most significant feature of her mind map as “the strategies
section. This is where I included the ways I would meet the requirements and goals of the
standards if I were teaching them.” She also reflected on the instructional strategies she included
in her instruction as a result of experiencing a change in standards as a social studies teacher
herself. She “included more discussion through strategies like Think, Pair, Share, more document
analysis, and more chances for creative responses with reflections that demonstrated
understanding of the content by the student.” The researcher also felt that her current role as an
instructional coach led her to “focus on the ‘how’ over the ‘what’ when reviewing the
standards.” This led to her concept map including instructional strategies rather than a
breakdown of a standard or concept from the new social studies standards.
The degree of perceived difference in the old and new standards varied among the
participants. Participant One only changed the format of their lesson plans, from a daily outline
(Appendix F) to weekly tasks posted on an online platform. The daily instruction of Participant
One’s class at the time of data collection for this study had mostly been impacted by shifting the
majority of their content to the online setting rather than the traditional classroom setting.
However, Participant Two noted that their instruction has changed as they stated, “I’ve become
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less obsessed with them getting every fact correct and focused more on general overarching
ideas… there is more of an emphasis on learning those skills by utilizing the content rather than
just teaching content for the sake of teaching content.” To demonstrate this, the participant
modified their lesson plans to include more opportunities for discussion of the content and
critical thinking. Participant Two specifically “started using the Socratic Seminar this year,
because I think it helps kids learn how to talk to people they disagree with…that’s a big way that
I changed how I direct lessons.” Participant Two also started using essential questions to guide
their instruction and is “emphasizing more compare and contrast [and] analyzing documents
rather than how did the Roman Empire fall?” Participant Two changed their lesson plans by
adding more opportunities for students to answer questions and interact during the class period
(Appendix F). Participant Two tried to build discussion and analytical skills with their students
rather than focusing on them memorizing facts. This resulted in the creation of lesson plans that
included more student talk than teacher focused instruction.
In her reflection regarding the changes in the Colorado state standards, the researcher stated she
felt the changes, “follow the nation-wide trend of emphasizing the development of 21 Century
st

skills and student ownership of the curriculum.” During her time as a teacher in Georgia when
the state issued updated social studies standards she expressed “shift[ing] more of my practice
away from direct instruction and more towards putting the workload of creating meaning in the
curriculum in the students’ hands.” She did so by making intentional choices to provide students
with more hands-on and collaborative activities. While all participants noted some shifts in the
standards, either related to content or skills, some made more of a change than others to their
instruction.
Student Outcomes
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A key factor in the implementation of the new state social studies standards for the
participants was the use of student products and structuring of class time to allow students to
demonstrate their understanding of the curriculum. Participant One felt “the most significant
feature of the [concept] map comes from the student products that represent the major concepts
of our class as students make the connection to other past and current events.” Participant One
also described that in their classroom, “students should be working together reading, writing,
speaking, and listening with each other with the goal to make each other better.” This was a
result of Participant One’s own planning and philosophy of teaching more than a result of their
interpretation of the standards.
Participant Two described shifts in their instruction to give more responsibility to their
students. With their implementation of the Socratic Seminar strategy, Participant Two allowed
the students to run the discussion and stated, “the goal for me is to not talk at all… they have to
ask questions themselves; they have to listen to one another about their answers to develop their
own thinking and reasoning about these concepts.” Participant Two also explained methods they
use to have students demonstrate their understanding of the material during a lesson such as
“talk[ing] about [the answer to a question] with their neighbor before sharing their answers with
the whole class...or stand up or show me [their responses],” when answering true/false and agree/
disagree prompts.
The researcher reflected on changes to her view of student responsibility in the classroom
as a teacher and as a coach navigating curriculum change. She explained as a teacher, “I included
even more partner and group work, document analysis, discussions, and creative responses to the
curriculum than before.” Furthermore, as a coach she “tried to guide social studies teachers to
plan similar experiences for their students. I pushed them to allow students to take on more of the
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cognitive load while they ‘instructed’ less.” She also views key words from the new state
standards as indicative of a shift toward more student responsibility. For example, the learning
outcome of “investigate” from the new standards “implies that students will deal with a variety
of sources, perspectives, and materials as they interact with the content.” The participants
expressed through their interviews their desire for students to engage with the curriculum and
explained how this outcome was demonstrated through their lesson plans.
Creative Synthesis
Heuristic inquiry culminates in the creation of a creative synthesis by the researcher.
Through this process, the researcher “develops an aesthetic rendition of the themes and essential
meanings of the phenomenon” (Moustakas, 1990). For this study, the researcher decided to
create a concept map depicting the similarities and differences of the experiences of each
participant regarding the implementation of the Colorado state social studies standards. As this
was the launching activity for data collection, the researcher felt that this was both a creative and
tangible way to demonstrate the experiences of participants in the study, as well as her
understanding of the data collected. The concept map can be found below in Figure 1.
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Figure 1
Creative Synthesis of Results

Note. The image above includes the three themes that were derived through data analysis as well
as the most essential responses included by the participants according to the researcher’s
reflection. In the map, blue represents a response of all participants, green represents a response
of two participants, and yellow represents the response of one participant. The researcher felt the
concept map was an appropriate creative synthesis for the data as this was a data collection
measure for the study.
Summary
This chapter included a review of the research question included in the study, a
description of the participants in the study, and statements regarding the results of data
collection. Through review and reflection regarding the collected data, the researcher identified
the themes of content, planning, and instructional strategies. The relevant responses and
examples from data collection for the research question were also included in the chapter.
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Finally, the researcher provided her creative synthesis of the information based on the responses
of each participant. The following chapter will include her conclusions regarding the study.
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Chapter V: Conclusions
The purpose of this Heuristic Inquiry study was to learn about the experiences of
secondary social study teachers as they began implementing new state social studies standards.
These standards are designed to foster the learning of social studies content through the
development of 21st century skills. The skills of collaboration, critical thinking, and relating
social studies content to real-world issues are to be utilized in instruction across all social studies
courses. This chapter includes a discussion of major findings of the study related to the literature
regarding social studies education, self-efficacy, instructional practices, and teacher motivation,
especially in relation to social studies instruction. The chapter also includes a discussion of the
limitations of the study, recommendations for future research, and a summary of the study.
Summary of the Study
Background
The social studies content standards have recently been updated or are scheduled to be
updated in many states and school districts across the country. While this is part of a larger trend
across multiple subjects, the researcher desired to learn about the experience of social studies
teachers as they transition to new standards as research is lacking in that field. As the study
followed the model of the Heuristic Inquiry Method, the researcher also became a key participant
in the study. This was appropriate for this study as the researcher experienced such a change in
social studies curriculum as a teacher in a different school district, and in her role as an
instructional coach in Colorado. Therefore, her perspective was one of understanding the narrow
focus of a social studies teacher and a broader school-wide and district-wide focus of shifts in the
curriculum.
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Purpose of the study
The purpose of the study was to investigate the experience of teachers as they
implemented a new social studies curriculum. The teachers who participated in this study were in
a school district that provided guidance for implementation through the creation of a curriculum
map for each subject. The researcher sought to learn about the impact of this document and the
context of each participant’s school in the process of utilizing a new curriculum. The use of
qualitative methodology allowed the researcher to focus on the context of one school district and
to learn from the experiences of teachers as they navigated the change in social studies
curriculum.
In this qualitative study the experiences of teachers as they implemented new social
studies standards varied depending upon the role of the teacher. There was a subtle but distinct
difference in the approach of implementing the new standards between the two practicing
teachers when compared to teacher focused primarily as an instructional coach for the
implementation of the new standards.
Data analysis from each data collection measure revealed the themes of content,
planning, and instructional strategies. The data in each of the themes led to the following
implications: 1) teachers look to the language of the standards to guide content-based decisions;
2) outcomes from the standards are interpreted differently by educators; 3) the planning of course
content is directed by district curriculum maps; and 4) importance was placed on allowing
students the opportunity to demonstrate understanding of the course content. A discussion of
each finding will follow.
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Teachers Look to the Language of the Standards to Guide Content-Based Decisions
The literature supports the use of standards to guide content-based decision making, as
evidenced by the history of the creation of standards and guidance from national organizations
regarding social studies instruction (Fallace, 2016). As standards are modified at the state level,
the authors are guided by the documents created by the National Council for the Social Studies
(Bruger & Whitlock, 2018). The documents included in the Colorado standards describe a desire
to prepare students to be active participants in their communities and to be engaged in civic life,
which is a sentiment echoed from the NCSS guidance documents (Colorado academic standards:
2020 Colorado Academic Standards Online).
All participants in the study made decisions regarding the content for their course through
the creation of lesson objectives derived from the standards. Participants selected the topic and
goal of each lesson from the language of the standards. They also looked to the standard to help
them determine the overall goals for each grade level course.
While content-based decisions were guided by the language of the standards by all
participants, the approach taken differed depending upon roles. Participants One and Two, both
practicing teachers dealing with the implementation of the new standards in their classroom,
focused on vocabulary words and concepts. These teachers often referred to terms they would
have their students define or key terms that would be used as discussion topics for their students.
In contrast, the researcher, who has been extensively involved in the changes in the standards
and in professional development for teachers, found that instead of the language providing topics
and terms, it instead informed instructional strategies. This is due to her broader view of the
development of curriculum and the pacing guides offered to the teachers, as it is possible to
“match curriculum content and desired skills or competencies and assessment to standards,” with
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intentional planning (Benade, 2008, p.100). In that regard, the standards focus more specifically
on how the students engage with the content, rather than what they engage with.
This aligns with previous studies that suggest instructional change from content to using
the content to develop 21st century skills can be met with some resistance (e.g. Alexander-Shea,
2015). While studies recommend that educators need time and practice to incorporate the new
strategies required by changing state-level standards, the professional development and support
that was provided was not enough to support the shift. This focus on content over broader
concepts may stem from the continued emphasis on accountability that has been instituted
nation-wide (Vogler & Virtue, 2007). The impact of accountability and standardized testing can
especially be seen at the secondary level, in which several courses are state tested courses (Grace
et al., 2002). In the district where this study took place, these measures have translated into the
practice of creating and focusing on daily objectives for instruction tied to content contained in
the standards. If teachers are to be “evaluated” based upon standardized accountability measures
that do not focus on the overarching goal of developing needed 21st skills and producing students
that are prepared for civic life (National Council for the Social Studies, 2013), it is reasonable to
expect minimal shifts in practice and approach. It remains that teachers create their objectives
and make decisions regarding which topics to include, or not include, and how to focus
instruction with a strong consideration of these accountability measures. It is possible that this
creates a disconnect with the intent of the standards. Instruction that focuses on standardized
tests typically does an inadequate job of preparing students to be active citizens as the result is
often an “atomization of content knowledge for test prep” that is not connected to a deeper
meaning (Misco, 2014, p. 244). To create students who are ready to become active citizens, and
to deepen student understanding of the content, it would be more meaningful for teachers to
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focus their planning efforts on unit planning centered on problems and inquiry rather than
individual lessons (Misco, 2014). Perhaps if true reform is indeed the intent, a more nuanced
look at how students, and subsequently the teachers, are assessed would be appropriate.
Desired Student Outcomes are Interpreted Differently by Educators Based on Their
Understanding of the Goal of Social Studies Education
It is reasonable to assume that instruction would be driven by an individual’s
interpretation of the desired outcomes to be gained by teaching the standards. The literature also
supports the finding that teachers from various backgrounds are in different positions to respond
to changes in standards. A primary influence on a teacher’s instructional decision-making is the
direction and scaffolding provided during the completion of their teacher education programs
(Tuncel, 2017). During this formative time future teachers are exposed to strategies, methods,
and the research behind instructional methods for their subject areas. However, the skill of using
learner-based strategies in social studies education, especially to promote a sense of citizenship
needs to be specifically developed with preservice teachers (Nganga, 2015). Often, social studies
teachers must push beyond the tendency to teach social studies in the manner they were taught,
and tension can exist among teaching candidates and practicing teachers they work with during
their time in the teacher education program. During the study Participant Two emphasized that
they had to move beyond her prior tendencies to have students memorize facts about each
historical period as the primary method for demonstrating understanding of content. In the
researcher’s own experience as a teaching candidate and practicing social studies teacher, she
often felt a tension between using learner-centered strategies and preparing students to be
successful on an end of course standardized test. As she took her social studies methods course,
she grappled with the reality that the lecture-based style in which she was taught was not only a
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less effective way to engage students with the course content, but it also did not match the goals
of social studies to prepare students to be active citizens, using their understanding of social
studies to interact with society. When she learned the structures of using inquiry lessons, Socratic
seminars, and document analysis, she felt that social studies could become more meaningful to
students as they gained knowledge of how to use the information and not just a subject filled
with information to know. Still, she faced disagreement during her time student teaching, when
her cooperating teacher felt using these methods was a result of laziness over encouraging
student engagement. As a shift was occurring in the language of the standards, a shift needed to
occur in social studies instruction. Teachers of all levels of experience needed to learn and
develop their skills with using multiple instructional strategies.
Changing the wording of the standards and explaining an intent to develop active citizens
in the state standards implementation guide is not enough to create a change in instructional
practice. In addition to the influence of an exposure to various instructional methods, educators
also make instructional decisions and interpretations of the standards based on their own
instructional preferences (Bohan, 2015). According the Bohan, the continued debate among
social studies educators regarding the best methods of instruction have resulted in a devaluing of
the field (2015). These personal preferences that can lead to modifying the content or using
certain strategies in their instruction which may not be the most appropriate for achieving the
intent of producing knowledgeable citizens. Furthermore, the intent of producing knowledgeable,
active citizens, did not match the language of the standards that were created in the early
development of the standards as part of educational reform movements (Bohan, 2015). Now that
the language and intent of social studies standards is in the process of being modified in many
states, professional development in the use of learner-centered instructional strategies needs to
90

continue to take place so that instruction and interpretation of the standards matches the authors’
intent. Professional development and practice implementing new instructional methods is key to
building the self-efficacy teachers need to embrace the change in social studies instruction. The
self-efficacy of a teacher comes into play in the classroom and influences the activities and
classroom structures they can manage and the interest they feel they can maintain among their
students for course content (Bandura, 1977). Teacher efficacy is also developed based on
understanding of content and abilities to communicate with students (Dilekli & Tezci, 2016).
While the new social studies standards were the first to emphasize examining concepts over
specific content in the state of Colorado, not all participants in the study found a need to shift
their instruction. Due to their prior experiences educators interpret the outcomes of the standards
differently. The participants in the study indicated different outcomes that they interpreted from
the standards and reported different answers regarding whether the standards led to a change in
their instructional practices or not. For one participant in the study, the outcomes derived from
the standards were strictly content based. While Participant One created lesson objectives from
the standards, they were about what they taught rather than how they taught the content. For
Participant Two, the outcomes derived from the standards were both content and skill based. The
researcher found the standards to include skills that could be transferred from one social studies
subject to another, which led to the participants considering the standards to be broad. The
language of the standards creates more possibilities for making curriculum choices for teachers,
however, the change is not reflected in state testing. The purpose statement regarding social
studies standards given by the Colorado Department of Education expresses that social studies
content should be engaging and related to real world scenarios (2020 CAS- Social Studies
Standards Introduction, Colorado Department of Education). For teachers to have more
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motivation to change their instruction to meet the purpose statement provided by the authors of
the standards, the measurements used for accountability purposes will need to match this shift.
The teachers in the study also indicated different feelings regarding the change in
curriculum. Hall (2013) also found the use of new curriculum was influenced by emotions of
teachers related to the requirement to change instruction. This study had similar findings as one
participant was open to changes, while the other felt it was an additional burden on teachers to
make changes to course plans. Participant One stated that he felt he could use any strategy in the
classroom if he had “adequate time to plan” but also stated on “some days, students are very
challenging to engage in the lesson.” Participant Two expressed that the shift to using real-world
applications in social studies instruction as well as skill-based standards was “necessary and is
the only way that we will keep social studies relevant.” In her reflection on helping teachers plan
utilizing the new standards, the researcher expressed she encouraged teachers to put more
responsibility for learning on the students. While the initial planning involved in implementing
such lessons may take time, the strategies will become easier to implement with repetition. The
literature and the findings in this study indicate that the understanding a teacher has of the
purpose of social studies and their own abilities as a teacher influence the interpretation of the
standards as seen in their practice.
Planning of Course Content is Directed by District Curriculum Maps
Some decision makers in the field of education see guidance documents in the form of
curriculum maps as a way to encourage teachers to use their class time effectively (Savage,
2003). In the district in which the study took place, a curriculum map was created for each
course subject by a team of social studies teachers and district leaders. The maps were created to
help keep teachers on pace with their coverage of course content each nine weeks and were
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organized by district and state testing dates. The researcher was a member of the curriculum map
development team and personally worked on the development of the 6th and 7th grade curriculum
maps with three additional teachers. In the creation of the maps, there was a difference in
approach. While all team members acknowledged the broadness of the standards, the 6th grade
lead teacher felt that it was still important to organize the World Geography class by region and
chronological development. On the other hand, the 7th grade lead teacher felt the standards
provided an opportunity to organize the World History class by themes such as
“industrialization,” and “citizenship,” and to use the content to build social studies skills and
knowledge using case studies. As the maps were used during the 2020-2021 school year there
was a disagreement among 7th grade teachers regarding the thematic approach.
Debates regarding what should be included in curriculum guidance documents have been
ongoing for the subject among social studies teachers in the district in which the study took
place. In the history of social studies education, debates have also occurred as attempts were
made to define what should be included in the field. During the Progressive Era, various
committees met to make their recommendations. Perrotta and Bohan (2018) detailed the
suggestions of the Madison Conference and the American Historical Association, which were
given within a short timeframe. The recommendations of the Madison Conference focused on
students gaining perspectives on historical topics outside of the textbooks used in schools at the
time (Perrotta & Bohan, 2018). A few years later, the American Historical Association concurred
with the recommendation to include multiple perspectives in the social studies curriculum, but
they advocated for history to be set apart as its own subject (Perrotta & Bohan, 2018). Later, as
standardization increased in the United States, social studies educators noted an emphasis on
tested content over the development of critical thinking among students in social studies courses
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(Vogler & Virtue, 2007). Still clarity of the documents for teachers is not always present and as
the social studies leaders of various eras debated what should be taught through the social studies
curriculum, the teachers in this study demonstrated they at times felt the tension between
covering subject specific content and building 21st Century skills and historical understanding in
their students.
Each participant in the study discussed the use of the curriculum maps in planning their
instruction, however the interpretations regarding the use of curriculum maps varied based on the
participant’s role in the school. One participant saw the maps as guiding teachers through the
broad standards to make instructional decisions regarding content. In the course he taught, the
standards were more thematic than inclusive of specific terms and vocabulary. A second
participant found the goal of the curriculum map to be confusing as the content could have gaps
in era or historic timing in the name of developing a skill. The traditional organization of social
studies by period was not present in all the curriculum maps, and she echoed the feelings of some
other teachers in the district that students could become confused when the content was not
presented chronologically. This mindset reverts to the traditional use of textbooks and exams to
guide instruction. When this is the case, organizational needs often take precedence over
citizenship education and the development of deeper skills and understandings among students
(Misco, 2014). As previously stated, the researcher worked in the development of the curriculum
maps. She understood the curriculum maps to be not only a guide in terms of the standards to be
covered, but a document that provided suggestions in terms of instructional practice. This
matches a positive understanding of curriculum maps which can be used to “match curriculum
content and desired skills or competencies and assessments to standards,” (Benade, 2008, p.100).
However, while the use of curriculum maps can lead to collaboration among teachers in a school
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or across a district, the failure to allow for reflection and evaluation of the curriculum maps
based on practice can lead to a decrease in teacher professionalism and a limit in the cultivation
of learning greater skills among students (Benade, 2008). While the purpose statement of the
standards document explains the intent of the authors to encourage the development of 21st
century and real-world skills with their students, providing more clarity to teachers at the district
level to support curriculum maps would be beneficial to teachers. If all teachers could understand
the background of the standards and the intent of curriculum mapping team as they designed
units and pacing guides, then more teachers could work towards building deeper understanding
among students through overall units instead of focusing on smaller pieces of content through
daily lessons (Misco, 2014).
Allowing Students the Opportunity to Demonstrate Understanding of the Course Content was
Important for Educators
In researching instructional decision making among educators, it has been found that a
teacher’s motivation for joining the education field is influential in the type of instruction they
provide (Yilmaz, 2009). Additionally, a strong sense of self-efficacy for teaching the subject
often leads to the creation of a more rigorous learning environment by the teacher (Schunk &
DiBenedetto, 2016). To the participants in the study, student involvement was an important part
of their instruction. According to Gaudelli and Laverty, many of the strategies that involve
students in the lesson allow them to demonstrate learning and meet the guidance of social studies
standard writers to prepare students to be active citizens (2018). Social studies researchers have
also found there is importance in providing opportunities during instruction for teachers and
students to create meaning together regarding course content (Helmsing, 2014). Strategies such
as the Socratic Seminar and open-ended class discussion allow students to discuss larger
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questions related to the course topics under the teacher’s guidance. These strategies were used by
both teachers who participated in the study and follow the guidance of social studies curriculum
influencers throughout the history of social studies education.
Teachers in the study used a variety of methods to allow students the opportunity to demonstrate
understanding of the course content. Participant One in the study frequently mentioned the use of
class discussion and analytical writing assignments in their instruction. Participant One did not
mention giving students standard style tests as a method he felt was important to measuring their
content knowledge. Participant One also allowed students to create notes and foldables to help
explain their understanding of key concepts in the course. Participant Two also described their
desire to allow students to demonstrate learning during her interview. Participant Two’s updated
lesson plan within the framework of the new standards included multiple opportunities for
students to answer questions, participate in partner discussions, and describe their understanding
of the lesson. From her perspective as an instructional coach, the researcher also emphasized
including strategies in instruction that allowed students to be active participants in the class and
to demonstrate their understanding of the content. While all three participants offered students a
variety of ways to demonstrate learning, the focus on their planning was more often on a small,
daily scale. Misco states, “when teachers focus on the curriculum organization of lessons…they
can tie units to even larger and more salient problems and ideas directed toward legitimate aims,”
(2014, p.243). The legitimate aim of the updated standards is to develop students who are ready
to be active participants in society using the prescribed course content in each subject or grade
level. To reach this aim, teachers need to plan from the unit perspective first, and use the
individual content standards to provide opportunities for students to practice applying the
information to discussions, analysis, and problem solving. The goal of each unit should be to
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build a skill, such as collaboration, creating a resolution for a social issue, or inquiry, and the
content included in each standard should provide the “evidence” or data set for each goal. If a
district team is responsible for creating curriculum maps and organizing standards into units,
then the intent for each unit needs to be communicated to all teachers to ensure the emphasis
remains on student learning over content memorization (Benade, 2008). The opportunities for
students to demonstrate their understanding of the curriculum should then be focused on
authentic tasks rather than being strictly focused on relaying understanding of content.
Implications for Practice
At the beginning of the study, the researcher was interested in learning not only about the
experiences of teachers as they implemented new standards, but also about any changes that may
have occurred to their instructional practices as a result of the wording of the new standards. The
authors of the Colorado social studies standards intended to encourage the building of
cooperative learning and 21st Century skills through the wording of the updated standards
(Colorado Academic Standards:2020). This intention echoes the constructivist approach to
teaching, which according to Brooks and Brooks (1999) includes the concepts of learning from
the viewpoint of others, planning lessons that go beyond common understandings, valuing
student input to the given curriculum, using broad themes and concepts as the foundation for
lessons, and evaluating students within large contexts. The implications for practice from this
study are related to these concepts.
First, teachers value the concept of encouraging students to learn from the viewpoint of
others and value student input. All participants in the study, including the researcher, discussed
the use of strategies such as turn and talk, the Socratic Seminar, think-pair-share, and classroom
discussions as important to their instruction. While some participants saw the language of the
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new standards as guiding teachers towards the use of more collaborative practices in their
instruction, one teacher noted that his instruction had always included these strategies. As the
guiding document for the standards encourages teachers to include these strategies and teachers
note their plans to include more in their instruction, school districts and school leaders should
include professional development regarding cooperative learning strategies in the professional
development offered to teachers. Furthermore, the more challenging strategies to implement,
such as Socratic Seminar, should be practiced by the social studies faculty to build efficacy
among teachers as they implement the strategies. To truly find meaning in making these
instructional shifts, teachers and school leaders also need to embrace to purpose of social studies
instruction and the standards. The strategies are not to be used to improve memorization of
historical facts or even to strictly deepen understanding of prescribed content. They are to be
used to help students develop skills that will help them interact with society at-large within the
context of the social studies disciplines.
Teachers in the study demonstrated that in planning instruction, they used the standards
as their foundational guide. To encourage the use of the second constructivist concept, planning
lessons that go beyond common understandings, teachers should be encouraged to use resources
in addition to the prescribed curriculum and to provide alternative viewpoints to general
assumptions regarding course content. Research has shown that teachers are not likely to branch
out from the prescribed curriculum unless they feel their school context allows them to do so
(Kwok, 2013). Historical guidance in the social studies field encouraged teachers to include
outside narratives, primary sources, and resources beyond the textbook in instruction. While the
development of curriculum resources has changed over the years, the resources provided to
social studies teachers should be evaluated for the use of alternative perspectives to encourage
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critical thinking among students. As the participants in the study demonstrated, guidance from
the standards and district curriculum maps has a strong influence on their decision-making when
planning, so the resources provided to teachers by the district should meet the intentions of the
authors of the standards. Beyond ensuring the documents provided to teachers meet the
intentions of the standards, teachers need to be made aware of the intentions of the standards.
Leaders should not assume that all social studies educators are aware of the shifting framework
of the standards and intent of the discipline. Professional development activities that allow
teachers to explore this intent and develop connections to their instruction will be essential to
creating a change in social studies instruction.
The participants in this study followed the guidance of their district to create specific
lesson objectives for each lesson, which is in opposition to the constructivist idea of basing
lessons on broad concepts. Even though the teachers who participated in the study discussed the
broadness of wording of the new standards, they also sought ways to narrow their focus for daily
instruction. They discussed the use of vocabulary and key concepts to guide their lesson planning
and the selection of instructional strategies for their lessons. When the curriculum guides
provided to the teachers were organized broadly and conceptually, it led to confusion for
teachers regarding what to teach. While teachers may like to have their choice of the specific
examples they use to meet the requirements of the standards, they felt more confident in planning
when the guidance document provided the examples for them. This is likely due to the specificity
of tests used for accountability measures as well as the pressure that is placed on teachers to
prepare students for these measures. To help teachers make connections among the larger
concepts and the language of specific standards, sharing the intent behind the development of
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units with teachers is important. This could lead to more confidence in instructional decision
making when the standards themselves seem broad.
Finally, social studies teachers in this study used formative assessments to evaluate their
students’ learning, in accordance with constructivist principles. The participants in the study did
not mention standardized testing in their interviews, nor did it seem to be a determining factor in
their daily lesson planning. However, the desires for the use of specific examples and organizing
instructional units by historical period were still prevalent. This comes from the use of
assessments and textbooks to guide planning (Misco, 2014). The participants alternatively
discussed valuing student discussion to demonstrate understanding of course concepts. One
participant emphasized developing analytical writing skills in his students. Another participant
stated that she was no longer focused on students memorizing facts, but on their abilities to
complete authentic tasks found in social studies fields. The participants in this study
demonstrated that they valued the development of skills and broader understanding among their
students, however more work is needed with teachers to help them connect the demonstration of
conceptual understandings to the development of 21st century skills and participation in society
as an active citizen.
Limitations of the Study
The nature of the Heuristic Inquiry method is a limiting factor of the study. The Heuristic
method uses the researcher’s perspective as a key piece of data collection and analysis.
Therefore, there is bias in the interpretation of results. Due to the small sample size of
participants and inclusion of the researcher’s own reflection as part of the findings, the findings
of the study cannot be applied to outside circumstances. They are unique to secondary teachers
within the school district in which the study took place. An additional limitation of the study is
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that all data collection measures were provided by the participants which also leads to
subjectivity in the information that is provided to the researcher.
Recommendations for Future Research
Future research related to this study would involve a further investigation of teachers’
experiences with implementing new standards. One recommendation would be to repeat the
study with the newest version of the social studies standards in Colorado, as an updated version
was released for the 2021-2022 school year. This could also serve as complimentary research to
this study and could be used for comparison of the experiences of teachers. Future research
related to this topic could also include an expansion to more districts in Colorado or to additional
states that have newly released standards. A study using selective sampling for demographics
such as new teachers, male and female teachers, or teachers in specific age ranges could also
provide insight into the decision-making of social studies teachers regarding the implementation
of new standards. Finally, the inclusion of classroom observations as a data collection measure
would be a strong addition to future research regarding a teacher’s experience of implementing
new standards.
Conclusion
This study sought to learn about the experiences of secondary social studies teachers as
they implemented new state standards. The researcher was interested in the problem due to her
own experience as a secondary social studies teacher implementing new state standards and due
to her position as an instructional coach at the time of the study. Due to the personal nature and
small sample size of participants for the study, the Heuristic Inquiry Method was used to guide
the study. This method involves a process of weaving the researcher’s own reflection regarding
the topic of the study into the findings provided by additional participants.
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The data collected from the participants revealed that teachers look to the language of the
standards to guide content-based decisions, educators interpret the intended outcomes of the
standards differently, planning of course content is directed by district curriculum maps, and
allowing students to demonstrate understanding of the course content was important to teachers.
While each participant discussed the inclusion of cooperative learning and student-centered
instructional strategies in their lessons, some were guided by the language of the standards while
others were not. The teachers who participated in the study viewed the standards and curriculum
guides as the primary guidance for their instructional decision making. The connection to the
overall purpose of the standards was not explicitly expressed by the participants. While they
focused on students developing a deeper understanding of the curriculum of their class, they did
not discuss the development of a sense of citizenship or larger connectedness to society as part of
their course. Additionally, while the standards were a foundation for lesson planning, the district
guidance was at times a confusing hinderance to teachers due to broadness. The development of
an understanding of the standards guidance document, and the intent of the organization of
curriculum units among teachers would be beneficial to accomplishment of the stated intent of
the standards.
In meeting the requirements of the standards, the practicing teachers had difficulty
removing themselves from the traditional focus on historical facts presented in a chronological
order that has been typical of social studies instruction. While they included more studentcentered activities in their classes, vocabulary, historical eras, and specific events were still used
to guide their planning. Although many of the standards are written using broad language to
encourage the development of historical skills using social studies concepts, it is difficult for
teachers to remove themselves from the accountability for specific facts. The researcher, viewing
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this from the side of implementation and curriculum change, tended to stress a focus on
conceptual understanding with a goal of supporting critical thinking about the content.
While the district curriculum maps were built to encourage a focus on social studies
skills, they still utilized the optional examples provided by the state to inform the writing of the
guide. The pervasive mentality of “covering” all content prior to a test at the end of the year is
difficult to overcome, especially when state standardized tests rely on the assessment of facts
over a student’s ability to use historical skills. As innovative as a teacher may wish to be, and as
broad as a curriculum guide may be, teachers ultimately are often measured by their ability to
prepare students for the standardized test. Furthermore, without proper professional development
and time for discussion with their colleagues, teachers may struggle to re-think the teaching of
social studies amid a busy school year. The combination of modified accountability measures
and professional development are needed to truly transform social studies instruction and foster
classrooms where the relevant skills of critical thinking, collaboration, and discussion are
embedded in instruction of the curriculum.
Future areas for research include expanding the study to additional districts implementing
new or updated state standards, increasing the number of participants in the study, and including
additional data collection measures in the study. The findings of this study imply that teachers
want to meet the guidelines provided to them by the state and district regarding curriculum. The
participants in this study wanted to help students develop their own understandings of course
content while enabling them to think critically. Resources and support provided by school
districts should not be a source of confusion or frustration but should support teachers as they
reach to meet these goals and the stated intentions of the standards. Furthermore, to see true
reform in social studies instruction, and to meet the intention of the founders of the subject, state
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tests need to move away from testing memorization skills and allow students to demonstrate the
skills desired by the authors of the standards.
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Appendix A
Interview Questions
1. Let’s look at your concept map. Please explain to me the process you used to construct the
map. What is the significance of XXX? Why did you include YYY? What is the most
significant feature of your map to you with respect to the prompt?
2. What was positive to you about creating this concept map?
3. What was negative to you about creating this concept map?
4. How would you describe how you felt when creating the concept map about the social
studies standards and desired student learning outcomes? .
5. Would you like to add any other comments about the concept map?
6. Now that changes have been made to include the new state social studies standards in the
curriculum guidelines for the district, how would you describe your reaction to the changes?
What is your perception of any changes made to the state social studies standards in the new
curriculum guidelines?
7. Please describe how your instructional practices or strategies have changed, if at all, with the
implementation of the new standards.
8. If you change any of your instructional strategies due to the wording of the new standards,
will you describe what those strategies are?
9. How do you define cooperative learning?
10. What role does cooperative learning play in your current classroom?
11. When you make your lesson plans, what guides you or is important to you? What types of
experiences are important for you to provide your students in class?
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12. How would you describe the process of implementing the new state-level standards in
developing your lesson plans?
13. Compare your model lesson plan from prior to the new standards to your model lesson plan
after the standards changed. How are they similar and different?
14. When reviewing the newer lesson plan you provided, what parts of the lesson meet the
requirements outlined in the language of the new standards?
15. How confident are you in your abilities to manage your class during the use of a variety of
instructional strategies?
16. What is one learning outcome that stands out to you from the new standards?
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Appendix B
Recruitment Letters

DATE
PRINCIPAL
SCHOOL
Re:

Access to Teachers for Dissertation Research

Dear Principal XX,
The Superintendent’s office has been in contact with you concerning the possibility of
interviewing your school’s social studies teachers virtually about their perceptions of the newly
released state social studies standards . We are seeking authorization from your office to ask
individual classroom teachers within your school for the opportunity to interview them and
collect data including concept maps and lesson plans.
I propose to ask the teachers the following questions in a semi-structured format:
1. Let’s look at your personal meaning map. Please explain to me the process you used to
construct the map. What is the significance of XXX? Why did you include YYY? What
is the most significant feature of your map to you with respect to the prompt?
2. What was positive to you about creating this mind map?
3. What was negative to you about creating this mind map?
4. How would you describe how you felt when creating the mind map about the social
studies standards and desired student learning outcomes? .
5. Would you like to add any other comments about the mind map?
6. Now that changes have been made to include the new state social studies standards in the
curriculum guidelines for the district, how would you describe your reaction to the
changes? What is your perception of any changes made to the state social studies
standards in the new curriculum guidelines?
7. Please describe how your instructional practices or strategies have changed, if at all, with
the implementation of the new standards.
8. If you change any of your instructional strategies due to the wording of the new
standards, will you describe what those strategies are?
9. How do you define cooperative learning?
10. What role does cooperative learning play in your current classroom?
11. When you make your lesson plans, what guides you or is important to you? What types
of experiences are important for you to provide your students in class?
12. How would you describe the process of implementing the new state-level standards in
developing your lesson plans?
13. Compare your model lesson plan from prior to the new standards to your model lesson
plan after the standards changed. How are they similar and different?
14. When reviewing the newer lesson plan you provided, what parts of the lesson meet the
requirements outlined in the language of the new standards?
15. How confident are you in your abilities to manage your class during the use of a variety
of instructional strategies?
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16. What is one learning outcome that stands out to you from the new standards?
I propose to record these sessions for subsequent transcription and to provide the
maximum amount of anonymity. I propose to provide the teachers with pseudonyms that can be
used to identify individuals for coherence in the transcripts. I am trying to better understand
teacher perceptions of instructional changes that may or may not occur with the implementation
of new state-level standards.
If you have any questions, please do not hesitate to contact me at 706-366-3206 or via
email at sitterley_lindsay@columbusstate.edu. Your signature below signifies your approval to
request participation from the classroom teachers. Thank you for your consideration in this
matter.
Sincerely,
Lindsay M. Sitterley, Doctoral Candidate
__________________________________________________
DATE
Teacher
SCHOOL
Re:

Request for Participation in Dissertation Research

Dear Mr./Ms. XX,
I am seeking your participation in a series of virtual interviews regarding your
perceptions of the newly released state social studies standards . I would like the opportunity to
interview you and collect data including concept maps and lesson plan for research related to the
completion of my dissertation.
I propose to ask the following questions in a semi-structured format:
1. Let’s look at your personal meaning map. Please explain to me the process you used to
construct the map. What is the significance of XXX? Why did you include YYY? What
is the most significant feature of your map to you with respect to the prompt?
2. What was positive to you about creating this mind map?
3. What was negative to you about creating this mind map?
4. How would you describe how you felt when creating the mind map about the social
studies standards and desired student learning outcomes? .
5. Would you like to add any other comments about the mind map?
6. Now that changes have been made to include the new state social studies standards in the
curriculum guidelines for the district, how would you describe your reaction to the
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changes? What is your perception of any changes made to the state social studies
standards in the new curriculum guidelines?
7. Please describe how your instructional practices or strategies have changed, if at all, with
the implementation of the new standards.
8. If you change any of your instructional strategies due to the wording of the new
standards, will you describe what those strategies are?
9. How do you define cooperative learning?
10. What role does cooperative learning play in your current classroom?
11. When you make your lesson plans, what guides you or is important to you? What types
of experiences are important for you to provide your students in class?
12. How would you describe the process of implementing the new state-level standards in
developing your lesson plans?
13. Compare your model lesson plan from prior to the new standards to your model lesson
plan after the standards changed. How are they similar and different?
14. When reviewing the newer lesson plan you provided, what parts of the lesson meet the
requirements outlined in the language of the new standards?
15. How confident are you in your abilities to manage your class during the use of a variety
of instructional strategies?
16. Is there one learning outcome that stands out to you from the new standards?
I propose to record these sessions for subsequent transcription and to provide the
maximum amount of anonymity. I propose to provide participants with pseudonyms that can be
used to identify individuals for coherence in the transcripts. I am trying to better understand
teacher perceptions of instructional changes that may or may not occur with the implementation
of new state-level standards.
If you have any questions, please do not hesitate to contact me at 706-366-3206 or via
email at sitterley_lindsay@columbusstate.edu. Your signature below signifies your agreement
to participate in the study. Thank you for your consideration in this matter.
Sincerely,
Lindsay M. Sitterley, Doctoral Candidate
__________________________________________________
_____________________
Name

122

Date

Appendix C

INSTITUTIONAL REVIEW BOARD
Informed Consent Form
You are being asked to participate in a research project conducted by Lindsay Sitterley, doctoral
student in the College of Education and Health Professions at Columbus State University. Ms.
Sitterley is being supported by Dr. Michael Dentzau at Columbus State University
I. Purpose:
The purpose of the study will be to investigate the perceptions of secondary social studies
teachers regarding the changes in state social studies standards, especially in terms of
their response in instructional practice. .
II. Procedures:
I would like to interview teachers virtually to ask them about their perceptions regarding
instructional changes they have made due to the new state social studies standards. I will
provide each teacher with a pseudonym so that they can participate in the study without
personal identification. I would like to record the virtual meetings for later transcription
and data collection. As part of the study I will ask teachers to complete a concept map,
provide two model lesson plans, and participate in a semi structured interview. No
information other than the pseudonym will be included on the data collection measures.
With the pseudonyms I will be able to compare comments made in the interview to
information in the concept maps and lesson plans. I hope that the information gathered
will help add to the understanding of the experience of teachers as they implement new
social studies standards. While these data may be used in research, all responses will be
anonymous and the school will not be identified.
It is anticipated that the creation of the concept map and the interview will last no more
than one hour and will be completed across two virtual sessions outside of school hours.
III. Possible Risks or Discomforts:
There are no foreseeable risks associated with this project. If a participant is
uncomfortable answering any questions or submitting an artifact they can decline to
participate at any point in the process. The results of this study may be published, but
pseudonyms for the school and the participants will be used. Your participation in this
study is completely voluntary. If you choose not to participate or to withdraw from the
study at any time, there will be no penalties.
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IV. Potential Benefits:
While there may be no direct benefits to you, your participation in this research would
add to the body of knowledge concerning teacher's perceptions of the implementation of
new social studies standards. It can also be useful to inform professional development.
V. Costs and Compensation:
There are no costs to the teachers or the schools for participating, and no compensation
for participation will be provided.
VI. Confidentiality:
The audio/video data will be stored in a locked computer file of the researcher and
accessed only for the purposes of transcription. Upon completion of the transcriptions,
the audio/video data will be erased. The only remaining information will be the concept
map and lesson plan artifacts and the transcripts that are referenced with psuedonyms,
which will be stored on a password protected computer accessed only by the researcher.
VII. Withdrawal:
Your participation in this research study is voluntary. You may withdraw from the study
at any time, and your withdrawal will not involve penalty or loss of benefits.
For additional information about this research project, you may contact the Principal
Investigator, Lindsay Sitterley at 706-366-3206 or @columbusstate.edu. If you have questions
about your rights as a research participant, you may contact Columbus State University
Institutional Review Board at irb@columbusstate.edu.
I have read this informed consent form. If I had any questions, they have been answered. By
signing this form, I agree to participate in this research project.
______________________________________________
Signature of Participant

124

_____________________
Date

Appendix D
Concept Map Example
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Appendix E
Participant Concept Maps
Participant One
The participant outlined key points for each theme in his U.S. History course in his creation of
the concept map.

Participant Two
Participant Two completed her concept map based on her Economic unit.
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Researcher

127

Appendix F
Participant Lesson Plans
Participant One
Lesson plans for the previous standards
Lesson Plans: November 26-30, 2018

Monday

Tuesday

8
Grade
Social
Studie
s
th

8
Grade
Social
Studie
s
th

Standard

Objective:

DOL:

Engagemen
t Activities

Higher
Level
Questionin
g

Agenda

1.2a Determine
and explain the
historical context
of key people and
events from the
origins of the
American
Revolution
through
Reconstruction
including the
examination of
different
perspectives

I will review
significant
concepts of
early U.S.
history.

Given a
prompt,
100% of
students will,
explain the
significance
of three key
events of
early U.S.
history

W- notes
I- Guided
Essential
Questions
C- pair
share/corner
s
O- Cornell
notes
R- guided
reading

What
significant
events have
students
retained so far
this year?

PostThanksgivin
g review

1.2b Evaluate
continuity and
change over the
course of United
States history by
examining various
eras and
determining major
sources of conflict
and compromise

I will
examine how
the Cotton
Gin impacted
slavery.

W- notes
I- Guided
Essential
Questions
C- pair
share/corner
s
O- Cornell
notes
R- guided
reading

How did the
Cotton Gin
impact slavery?

Industrial
Revolution
(slides 2533)

FORMA
L

, with 100%
accuracy

Given a
prompt,
100% of
students will,
explain how
the Cotton
Gin impacted
slavery, with
100%
accuracy

128

Wednesda
y

8
Grade
Social
Studie
s

I will
examine the
Industrial
Revolution
changed
society.

Given a
prompt,
100% of
students will,
explain how
the Industrial
Revolution
changed
society
, with 100%
accuracy

W- notes
I- Guided
Essential
Questions
C- pair
share/corner
s
O- Cornell
notes
R- guided
reading

How did the
Industrial
Revolution
change society?

Industrial
Revolution
(slides 3440)

Thursday

8
Grade
Social
Studie
s

I will
examine the
Industrial
Revolution
changed
transportation
.

Given a
prompt,
100% of
students will,
explain how
the Industrial
Revolution
changed
transportatio
n
, with 100%
accuracy

W- notes
I- Guided
Essential
Questions
C- pair
share/corner
s
O- Cornell
notes
R- guided
reading

How did the
Industrial
Revolution
change
transportation?

Industrial
Revolution
(slides 4157)

th

th
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Friday

8
Grade
Social
Studie
s
th

I will review
the impact of
the Industrial
Revolution on
American
society.

Given a
prompt,
100% of
students will,
explain how
the Industrial
Revolution
impacted
American
Society
, with 100%
accuracy

W- notes
I- Guided
Essential
Questions
C- pair
share/corner
s
O- Cornell
notes
R- guided
reading

How did the
Industrial
Revolution
impact
American
society?

Review
Unit 5
assessment
Student
inventions

Lesson plans for the current standards:
During the course of the study, the participant planned lessons using a Canvas web page shared
with the researcher and discussed during the interview process. The lesson plans for each day
were contained on a webpage with the day’s date. On the web page, the teacher provided a
PowerPoint with content and a note taking guide for students. He then included activities for
students to complete with the information such as discussion board posts, written assignments,
and at times, research. Each day’s lesson was still guided by an essential question and lesson
objective, but the instructional strategies no longer specifically followed the “WICOR” format.
Participant Two
The following Nearpod presentation was updated from the previous year to reflect changes to the
standards. The interview with the participant clarified the changes that were made by the
participant.
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Participant Three
As an instructional coach rather than teacher at the time of the study, the researcher listed what
she considers to be essential components of a lesson plan.
Elements I would include or expect to see in a lesson plan based on the Colorado State Social
Studies Standards are included below.
-Gradual Release: Direct instruction, Guided instruction, Cooperative learning and independent
work. This can occur in every lesson or throughout the course of several days.
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-Cooperative Learning: Components should be included in every day’s activities/ lesson. This
can be in the form of Think-Pair-Share, Group/ Partner Questions, or structured ways to
complete an assignment.
-The activities selected for each lesson should reflect the Depth of Knowledge required by the
standards. This should influence the type of activities completed in class.
-Checks for understanding: This should occur during the guided instruction and after the
cooperative learning phases of the lesson. This allows the teacher to see where each student
stands in terms of their understanding of the content and the activities in each lesson.
These activities and opportunities for students to create understanding of content together should
be purposefully planned and included in each lesson.
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